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CHAPTER I. INTRODUCTION 
One of the most: discussed issues in school administration during 
the past two decades has been the concern over the involvement of teachers 
in the decision making process. Enactment of such a practice 
necessitated the transition from a bureaucratic type organization in 
which the sole decision making power rested with the lay board, acting 
upon the advice of the superintendent, to a democratic organization with 
a broader base of power, including not only the superintendent, but also 
principals and teachers as active participants in the operation of the 
organization. 
Teacher participation in decision making has recently surfaced as an 
integral part of attaining school effectiveness and even more recently as 
a cornerstone of the teacher empowerment movement. Earlier evidence of 
teacher desire to participate in decision making was apparent in their 
formation of teacher unions and participation in collective bargaining. 
Both the effective school and teacher empowerment movements have as 
their focus the improvement of schools as evidenced by student learner 
outcomes. With the increased demands of the public for more 
accountability by schools in the educational process, all available 
avenues for strengthening student learner outcomes must be utilized if a 
totally effective school is to be attained. 
One such avenue, then, has been the inclusion of teachers in a 
collégial or shared decision making process whereby teachers take an 
active role in making decisions which shape the content, direction, 
focus, and policies of instruction. Teachers become instrumental in the 
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educational process, acting as collaborators and consultants, rather 
than merely implementors of decisions made by others. Being involved in 
the actual decision making process fosters a feeling of ownership within 
the organization as well as heightening the responsibility felt for the 
achievement of the goals or objectives of the school, namely, increasing 
student achievement. 
Research abounds in studies which indicate positive results from 
shared participation, both in organizational effectiveness and in 
satisfaction for the individual (Batchler, 1981; Duke et al., 1980; 
Duttweiler, 1986; Maloy & Jones, 1987? Patchen, 1970; Schneider, 1984; 
Vroom, 1959). One of the basic tenets of the human relations movement 
has been predicated upon the assumption that persons obtain satisfaction 
from influencing decisions and controlling their work environment. 
However, there also appears to be research evidence to the contrary. 
Various studies have indicated participation for some individuals can be 
dysfunctional through costs of increased time, loss of autonomy, risk of 
collégial disfavor, subversion of the collective bargaining process, 
and threats to career advancement (Duke, Showers, & Imber, 1980). 
Further, researchers have found that teachers are not homogeneous in 
their desire for participation (Alutto & Belasco, 1972; Lynch, 1971; 
Riley, 1984). 
With such conflicting evidence present, researchers need to 
investigate the actual process of involving teachers in decision 
making and determine if there are certain factors which either enhance 
or inhibit the desire to participate in the decision making process so 
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as to make the best possible educational decisions to promote the 
greatest organizational effectiveness and hence, maximum student 
achievement. 
Statement of the Problem 
The problem under investigation in this study was to determine the 
factors which influence teachers' desire to take part in decision 
making at four levels of participation (consultation, involvement, 
implementation, and evaluation) in selected Iowa public schools. As a 
related aspect of this problem, the study also attempted to determine 
teachers' willingness to assume responsibility for their participation 
in the decision making process. 
Specifically, the following questions were central to the analysis 
of this problem jjid served as the focus of the investigation: 
1) Does age affect a teacher's desire to take part in decision 
making at any of the four levels of participation or affect a 
teacher's willingness to assume responsibility for decisions 
made? 
2) Does a person's sex affect a teacher's desire to take part in 
decision making at any of the. four, levels of participation or 
affect a teacher's willingness to assume responsibility for 
decisions made? 
3) Does the number of years of teaching in a school district affect 
a teacher's desire to take part in decision making at any of 
the four levels of participation or affect a teacher's 
willingness to assume responsibility for decisions made? 
4) Does the grade level taught affect a teacher's desire to take 
part in decision making at any of the four levels of 
participation or affect a teacher's willingness to assume 
responsibility for decisions made? 
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5) Does the size of the district affect a teacher's desire to 
take part in decision making at any of the four levels of 
participation or affect a teacher's willingness to assume 
responsibility for decisions made? 
5) Does involvement in the local collective bargaining association 
affect a teacher's desire to take part in decision making at 
any of the four levels of participation or affect a teacher's 
willingness to assume responsibility for decisions made? 
7) Does noninvolveraent in the local collective bargaining 
association affect a teacher's desire to take part in 
decision making at any of the four levels of participation or 
affect a teacher's willingness to assume responsibility for 
decisions made? 
Need for the Study 
With the current impetus toward shared decision making in schools 
between teachers and administrators, as evidenced in the teacher 
•empowerment movement, it is imperative that research be undertaken to 
determine if teachers actually desire greater involvement in decision 
making as well as their willingness to accept shared responsibility for 
decisions made. 
The extent to which teachers desire to be empowered can vary from 
complete control of decision making in relevant areas to exerting an 
influence through expressing their needs and opinions concerning school 
practices and policies. Ideally, the scope of this process should 
represent a joint partnership between administrators and teachers 
working together to provide the greatest possible opportunities for 
growth and achievement for students as well as teachers and 
adirdnistr 
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This study was a follow-up on prior research concerning patterns of 
participation in organizationally relevant decision making which was 
based on a study conducted by Daniel Lynch in 1971, prior to the 
instigation of collective bargaining in schools. The main focus of this 
study was to investigate selected factors which influence teacher 
involvement in decision making at various levels of participation and 
their subsequent willingness to assume responsibility for these decisions. 
The results of this study should be of value to teachers and 
administrators as well as future researchers who choose to analyze the 
effects of the shared decision making process as it relates to 
organizational effectiveness. 
Definition of Terms 
The following terms were used in conjunction with this study: 
Educational program policy; School policies which relate to 
curriculum and, hence, are learning experiences provided by 
an educational institution w jLudents. Areas included here are 
course of study (courses offered and content), grading 
procedures, promotic/ii practices, student grouping/tracking 
systems, and testing/evaluation of learning outcome procedures. 
Personnel policy: School policies which relate to the recruitment, 
selection, placement, appraisal, and compensation of teachers 
in the work place. Specifically th'^^ lynlves salary and 
benefits, evaluation procedures, cc. _ve bargaining 
(including grievance procedures, dismissal procedures, length 
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of contract, hours of work, conditions of work, and work load), 
and staff development programs. 
Consultation level; Passive participation in the planning process 
in which the faculty is informed and exerts an influence 
through expressing a preference concerning goals, objectives, 
methods of procedures to be utilised in educational program 
policy or personnel policy. 
Involvement level; Active participation in the planning process 
in which the faculty conducts the educational research, 
develops the goals, objectives, and methods or procedures to 
be utilized in educational program policy or personnel policy. 
Implementation level: The operational stage of participation in 
which educational program policy or personnel policy is 
carried out through the utilization of both human and physical 
resources. 
Evaluation level; The formal or informal assessment of the effects 
of some action on the progress toward attaining goals or 
objectives of educational program policy or personnel policy. 
Sources of Data 
Data for this study were collected through the use of a 
questionnaire mainly developed by Daniel Lynch for the original study. 
However, modification was made for the inclusion of an additional level 
'of participation as well as other minor scenario changes to keep the 
hypothetical situations involving the decision making process current. 
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Delimitations of the Study 
This study was limited to certified public school teachers employed 
in community and independent school districts which bargain collectively 
and maintain grade levels of K-12 in Iowa. Private .arid parochial schools 
were not included. 
The teachers included in this study i;ere those persons holding 
teaching positions during the 1987-1988 school year. 
Areas of investigation were limited to two broad areas of decision 
making: educational program policy and personnel policy at four levels 
of participation—consultation, involvement, implementation, and 
evaluation. 
Organization of the Study 
This study was organized into the following five chapters: Chapter 
One, the introduction, contains the statement of the problem, need for 
the study, definition of terms, sources of data, delimitations of the 
study, and organization of the study. Chapter Two presents the review 
of literature. Chapter Three centers on the experimental design 
including hypotheses tested, and procedures followed in gathering and 
treating the data. Chapter Four contains the findings of the 
questionnaire. Chapter Five, the final chapter, presents a summary of 
the findings, conclusions, and recommendations for future research. 
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CHAPTER II. REVIEW OF LITERATURE 
The literature concerning teacher participation in educational 
decision making was multifaceted and encompassed a wide variety of 
topics. However, most of the pertinent information can be condensed 
into the following five areas of major interest; motivation theories, 
characteristics of effective schools, teacher empowerment, the impact of 
collective bargaining on the shared employee/employer decision making 
process, and, finally, the results of participative decision making. 
An examination of these five areas will serve as the basis for the 
review of literature following a brief introduction. 
Introduction 
Researchers and practitioners have been perennially concerned with 
devising the optimal relationship between administrative processes, 
especially those which relate to organizational decision making, and 
maximizing the effectiveness of school operation. Consequently, since 
the operation of any organization has been shown to revolve around how 
effectively individuals have been utilized in their work environment, it 
has become essential that human resource management play an integral role 
in the attainment of this goal. Hence, it has been the crux of 
efficient organizational management which has as its focus the 
involvement of employees in the decision making process in the areas 
directly related to their work environment. Knowledge of when, to what 
extent, and on which issues to involve employees has provided the major 
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determinant of organizational effectiveness and, at the same time, has 
offered a means of achieving individual satisfaction for those involved. 
The idea of participative management or shared governance has been 
firmly endorsed by organizational theorists such as Max Weber, Chester 
A. Barnard, and Frederick W. Taylor (Knezevich, 1984). While the most 
fundamental argument advanced in favor of participative decision making 
has been based on the premise that it was the method of school policy 
making most consistent with democratic principles, it has been the belief 
that those affected by public institutions should have a voice in their 
operation that has become most deeply rooted in America's laws and 
traditions. Hence, it was felt that participative decision making would 
be most successful in the identification of an organization's needs and 
the subsequent development of policies to meet those needs when decision 
making enlisted a wide variety of individuals working together 
exchanging ideas and insights to arrive at a solution. 
According to Gorton (1987), the rationale for involving employees 
in the decision making process included increasing the number of 
viewpoints and ideas working toward a possible solution to a problem, 
providing a better utilization of available expertise, improving feelings 
of professional pride and job satisfaction, and aiding acceptance and 
implementation of a decision due to collective ownership in the 
planning and operation of the school. 
The decision making process itself has centered around the 
conscious selection of one alternative from among a group of two or more 
alternatives. In reaching any type of a decision, the process usually 
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involved defining the problem/ identifying possible relevant alternatives 
and their consequential outcomes, and, finally, selecting one alternative 
to be implemented. Hence, the perception that a problem existed or that 
a change was desirable marks the actual beginning of the decision making 
process and culminates when a resolution has been adopted. However, 
actual individual participation in this process can vary from simply 
offering advice to taking an active role in policy making. The degree 
of involvement in the shared decision making process has depended upon 
how much power management was actually willing to "share" with employees. 
Earth (1987), feeling that all teachers can lead just as all 
students can learn, envisioned a school as a community of leaders, with 
teachers being given a more integral role in the areas of curriculum 
revision, program planning, and implementation of school objectives. 
Earth (1987) also reported that the American Association of School 
Administrators had recently issued a policy statement which "encourages 
schools and districts to establish formal procedures that will promote 
appropriate involvement of teachers in decision making" (p. 3). 
Through Earth's (1987) research, it was further determined to be 
essential that principals allow teachers to lead through relinquishing 
control and providing the opportunity for all to participate as early 
as possible in the decision making process. Together, teachers and 
principals assumed the responsiblity for failures, while successes were 
accorded to the teachers. The empowerment and trust of teachers, then, 
provided the major stimulus to effective decision making. 
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Contingent upon this reconnnendation, as a necessary prerequisite 
of any decision making process, there must be an awareness developed 
concerning the level of decision making involved. Decision making in 
organizations has been operationally enacted on a number of levels 
ranging from the formulation of substantive goals at the instructional 
level through the formulation of procedures to attain these goals at the 
department level to the more routine decision making within existing 
operational policies (Earth, 1987). 
Specifically, according to Bridges' Shared Decision Making Model 
(1967), conditions conducive to effective participation required 
administrators to determine who to involve in a particular situation 
based on the employee's "zones of indifference". This idea revolved 
around the conceptualization that employees have "zones of indifference" 
which were indicative of the fact that not all decisions were appropriate 
for shared decision making, and that there were issues in which teachers 
did not care to have involvement. He, therefore, advised administrators 
of the necessity to apply a test of relevance (interest) and expertise 
(knowledge) as a method of determining areas in which to involve 
teachers. It was, then, this combined level of interest and expertise 
which served as the indicator of whether or not a decision issue fell 
within a teacher's "zone of indifference". 
An underlying determinant of this "zone of indifference" 
conceptualization may well be what many theorists have called human 
motivational theory which tended to provide a possible explanation for 
the various desires and needs of employees. The following analysis 
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has been developed as a brief description of the major theories which 
have been advanced as an explanation of human motives which compel 
people to behave in certain predetermined ways. 
Motivation Theories 
Developing an understanding of human motivation through an analysis 
of the various theories advanced toward this complex matter has served as 
the foundation for utilizing human resources most effectively in the 
management of the organizational decision making process in school 
administration. 
The basic premise underlying employee motivation has been 
predicated on the assumption that workers obtain satisfaction from work, 
especially if they were given an opportunity to influence decisions 
concerning their work and were, thereby, able to exert a measure of 
control over their work environment. However, motivation as it has been 
related to people in the work place has been traditionally a complex 
matter, with no one theory being able to completely explain all aspects 
of the process. Therefore, a number of renowned theorists have added 
various pieces to the puzzle in an attempt to unlock pertinent 
knowledge to aid in the understanding of human motivation. 
Maslow (1954) proposed one of the first theories concerning the 
realization of human needs through a "Hierarchy of Needs" Theory in 
which he ranked human needs into five categories from lowest to highest 
in a graduated scale of importance. The most basic need was 
physiological including food, rest, exercise, and shelter. The next 
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highest need was safety which necessitated protection from danger, 
threats, and deprivation. Social needs encompassed the third level 
with emphasis placed on belonging, association, acceptance, and love. 
The fourth level involved esteem of both self and others, independence, 
achievement, competence, knowledge, recognition, and appreciation. The 
fifth and highest level of need was self-actualization in which an 
individual's full potential was realized along with the accompanying 
elements of self development and creativity. 
According to Maslow (1954), the higher level needs of self-esteem 
and self-actualization could not be met until the lower level needs of 
physiological, security, love, and belonging had been satisfied. While 
satisfied needs no longer serve as active motivators of behavior, it 
• was only after a lower level need had been satisfied that the individual 
could move on to satisfying the next higher level need. This, however, 
proved to be a never ending process for as soon as one need had been 
satisfied, another moved in to take its place. It was these unsatisfied 
needs that drive people toward achievement. 
A second motivation theory, the "Motivation-Hygiene" Theory, 
advanced by Herzberg et al. (1959) refined ffaslow's "Hierarchy" into 
two levels of needs; hygiene factors (dissatisfiers) and motivator 
factors (satisfiers). Hygiene factors can be likened to Maslow's lower 
level needs with the motivator factors being comparable to Maslow's 
higher order needs. 
Specifically, Herzberg et al. (1959) found that some factors were 
satisfiers when present but not dissatisfiers when absent. He further 
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postulated that other factors were dissatisfiers/ but when eliminated 
as dissatisfiers did not result in positive motivation. Hence, he 
concluded that job motivation (satisfaction) and dissatisfaction were 
the results of needs that fell into two essentially independent 
categories which affected behavior in different ways. 
According to Herzberg et al. (1959), motivational factors (satisfiers) 
TOre found in work itself and included achievement, recognition, 
responsibility, and advancement. Hygiene factors (dissatisfiers), 
on the other hand, were found in the work environment and included 
salary, possibility of growth, interpersonal relations, supervision, 
company policy and administration, working conditions, personal life, 
and job security. 
Interestingly, the satisfiers tended to affect job attitudes only 
in a positive direction, while the absence of these factors did not 
necessarily result in job dissatisfaction. Similarly, the dissatisfiers 
led to employee dissatisfaction while the absence of these factors did 
not produce employee satisfaction. 
From the preceding analysis it would seem plausible to assume that 
if the hygiene needs were not met, the individual would be unhappy. But 
the presence of these hygiene needs would not necessarily produce 
increased motivation since it was the satisfiers that possessed the 
potential for increasing motivation and, therefore, led to the 
affirmation that personnel administration should be directed at 
controlling the hygiene factors which hinder teacher motivation. 
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Many studies have been conducted which support Herzberg's 
Motivation-Hygiene Theory. A sampling of these include the following; 
Sergiovanni (1967) conducted a study to determine if the factors 
reported by Herzberg et al. (1959) as satisfiers and dissatisfiers were, 
in fact/ mutually exclusive categories and further attempted to determine 
if satisfiers were the result of work itself and if dissatisfiers were 
caused by the work environment. The results of this study substantiated 
what Herzberg et al. (1959) had originally contended that achievement, 
recognition, and responsibility were factors which contributed to 
teacher job dissatisfaction. Sources of teacher satisfaction were 
related to aspects of their performance of the work itself, while 
dissatisfaction was expressed in terms of the condition of the work 
environment. 
Also of importance in this study was the fact that teacher 
responses to satisfaction and dissatisfaction factors were of universal 
application regardless of their sex, teaching level, and teaching 
status. Sergiovanni (1967) further concluded from his research findings 
that administrators should provide opportunities for teachers to 
experience personal and professional success along with encouraging 
teachers to exercise more autonomy in making decisions. 
The National Education Association, 1980, (cited in Sweeney, 1981) 
conducted a study in regard to conditions and events that contributed 
to job satisfaction. According to this study, job satisfaction 
was defined in terms of control over professional matters, trust 
in the principal, and desire to participate in school wide 
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decision making. Through this research it was determined that faculties 
not only wanted to provide input in the areas of curriculum and policy 
formulation, but were actually desirous of control in regard to decisions 
made in these areas. More importantly, it was concluded that overall 
job satisfaction was contingent upon the ability to control decision 
making in these areas with greater job satisfaction resulting when the 
faculty felt it was able to exercise more control over professional 
matters. Further, age was found to be a contributing factor to job 
satisfaction with older teachers experiencing more job satisfaction 
in their positions than other age categories. Teachers between the 
ages of twenty five and thirty four were least satisfied. Conversely, 
job satisfaction was not found to be related to gender. 
Batchler (1981) urged school administrators to motivate their 
staff by making use of such job satisfiers as increasing the staff's 
control over their working environment through involving them in 
relevant areas of decision making and by providing opportunities for 
professional competence through staff development which allowed them 
to become more informed decision makers. 
Vroom (1964) added another piece to the human motivation puzzle 
with his Expectancy Theory of Motivation which recognized that there 
was no one best motivational strategy due to individual's different 
abilities, needs, goals, and aspirations. He viewed motivation as a 
response to a person's need to achieve a specific goal. The person's 
job performance was, therefore, the means by which the person could 
achieve à personal goal and, hence, job performance provided a means of 
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satisfaction through the attainment of this goal. Therefore, a person 
would be motivated to behave in a certain way when he/she believed that 
this behavior would lead to a specific outcome, namely, the achievement 
of a personal goal. 
It would also seem apparent that rewards which appeal to some 
people may not appeal to others since personal goals differ and, 
therefore, would necessitate the individualization of rewards to match 
personal goals. By viewing motivation from a more individualized 
perspective, it would become necessary to develop and incorporate 
flexible strategies into the management scheme which allow for worker 
choice as to what motivated them. 
In the Expectancy Theory, as well as in the Motivation-Hygiene 
Theory, job satisfaction was derived from performing the work itself. 
It follows, then, that satisfaction from achievement, recognition, 
and responsibility was earned as a result of work accomplished and, 
therefore, performance itself led to satisfaction. 
Tlie Job Enrichment Theory, first identified by Herzberg et al. (1959), 
was further developed by Hackman and Oldham (1976) and enveloped many 
previous theories' attributes as they related to motivation and 
commitment. Basing this idea on building motivators into the job to 
provide opportunity for responsibility, advancement, and recognition 
for performance, Hackman and Oldham (1976) identified three 
psychological states they believed were critical in determining a 
person's motivation and satisfaction with a job: Experienced 
meaningfulness involved the necessity for the individual to perceive 
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his or her work as worthwhile or important, experienced responsibility 
focused on the individual's belief that he or she was personally 
accountable for the outcomes of his or her efforts, and knowledge of 
results was essential if the individual was to determine whether or not 
the outcomes of his or her work were satisfactory. 
If these three states of internal motivation were present in the 
individual, he or she felt good, performed well, and continued to do so 
in order to experience more good feelings. Certain job characteristics, 
such as skill variety, task identity, and task significance, were a 
necessary prerequisite to produce meaningfulness in work while job 
autonomy was associated with feelings of responsibility, and feedback 
provided the worker with knowledge of results. 
From this analysis, the job enrichment model as applied to 
teaching takes on the following characteristics: Jobs should require 
different activities in carrying out the work involving a variety of 
teacher tasks and skills; tasks should be complete and identifiable 
and have significant impact on the lives and work of other people. 
Teachers should be able to exercise their own discretion in scheduling 
work and deciding classroom organizational and instructional procedures 
while, at the same time, being provided with information about their 
own performance. If these characteristics were present within any 
organization, the results produced would be worker motivation, quality 
performance, and job satisfaction for the individual. 
A fifth theory, developed by McGregor (1966), though not a true 
motivational theory, identified two sets of assumptions about the way 
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people work and how management should motivate them to produce to their 
fullest potential. On the one hand, McGregor envisioned a Theory X idea 
j,n which he postulated that employees were basically stubborn, lazy, and 
did not like to work. Therefore, they needed to be driven, monitored, 
and closely supervised since they lacked the initiative to work. 
Conversely, the Theory Y aspect of this thinking, assumed that people 
naturally liked to work, liked challenges, and liked to achieve goals. 
People were proud of their talents and wanted to see them utilized. 
Management, therefore, must create working conditions in which people 
have the opportunity to express their ideas and put their talents to 
work to produce maximum organizational effectiveness. 
Ouchi (1981) advanced a similar management directive in his Theory 
Z approach to organizational effectiveness through which not only was 
greater organizational productivity and profitability brought about but 
also the creation of a higher degree of worker satisfaction, company 
loyalty, and increased performance. 
Originally implemented in Japanese industry. Theory Z was based on 
the following characteristics: First, there was a commitment to an 
overall philosophy which provided the basis for decision making 
throughout the organization. Second, emphasis was placed on the long 
term in both company employees as well as its products realizing full 
well that success was possible only when all work for the common good. 
Third, the basic prerequisite for the successful operation of Theory Z 
was trust, which was derived from understanding that everyone in the 
company shared in a common goal. This feeling of trust was 
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accomplished through widespread sharing of information, frequent joint 
projects between workers and management, responsibility assumption at 
the level where the task was to be completed, managerial support of 
group decision making, provision for lifetime employment, and employee 
input into the actual operation of the organization. Fourth, utilizing 
a participative decision making approach produced more creative decisions 
and more effective implementation than did individual decision making 
(O'Hanlon, 1983). 
According to O'Hanlon (1983), this common commitment arose from 
sharing tasks and working together for the common good. Similarly, 
opportunities to work on meaningful tasks with others in school 
administration might strengthen collegiality within the school and 
create closer bonds between teachers and their work. Further, Theory Z 
with its emphasis on giving special responsibilities to all employees, 
as well as extending the opportunity to participate in decision making, 
could provide one avenue toward motivating teachers. It has been the 
human organization which has been considered the connecting link 
between what was envisioned by school managers and the actual 
accomplishment of this vision. 
For these reasons, then, this desire to obtain maximum 
organizational effectiveness while at the same time satisfying the needs 
of the people who staff them, leads to the next area of examination, 
namely, the effective schools movement. 
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Characteristics of Effective Schools 
Brookover (1987) defined effective schools as "schools in which 
essentially all the students learn the objectives of the school 
program" (p. 225). This definition can be further expanded to include 
the premise that effective schools were those in which student 
achievement could not be predicted by gender, race, or socio-economic 
status. 
Edmonds (1979) described five correlates of an effective school • 
as strong administrative/instructional leadership by the principal; 
emphasis on student achievement; high expectations for students; use of 
test data to evaluate programs with frequent monitoring of pupil 
progress; and a safe, orderly environment' conducive to learning. 
Tomlinson, 1980, (cited in Purkey and Smith, 1983) further expanded 
this list to include the addition of time on task and parental 
involvement. 
Despite the fact that all of these points were worthy of 
examination, the strong administrative/instructional leadership by the 
principal has the greatest application to the purpose of this paper. 
According to Rhodes (1985), an effective principal possessed five 
characteristics which seem to be most prominent in contributing to an 
effective school. The effective principal was; visionary through the 
development of long range plans which provided a positive direction to 
work toward; resourceful by procuring, managing, and allocating 
resources to facilitate classroom instruction; participative through the 
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recognition that staff members were the key to effective student learning 
and responded to their needs for meaningful, involvement and collaboration 
in their work environment; supportive through the creation of a climate 
s  . I ' m  
conducive to faculty personal and professional growth; and monitored 
not only the instructional program but also teacher performance and 
provided staff development programs to meet their needs. 
Emphasis on participation can be further evidenced by collaborative 
planning and collégial relationships which "breaks down barriers 
between departments and among teachers/administrators, encourages the 
kind of intellectual sharing that can lead to consensus, and promotes 
feelings of unity and commonality among the staff" (Purkey & Smith, 
1983, p. 445). 
One advantage of shared participation which should not be overlooked 
has to do with the impact that such a practice has on the achievement of 
goal consensus. It has been through joint participation in decision 
making involving the selection of instructional material, the 
determination of appropriate instructional methods and techniques, and 
the establishment of general instructional policies that has enhanced 
teacher commitment to school goals. When teachers and principals 
collectively define the expectations and outcomes of the school through 
working together, they generate a strong sense of community and 
interdependence. Teachers' willingness to participate in decision 
making has been viewed as indicative of their adoption of school goals 
and has increased their sense of ownership in these goals and has bought 
them a stake in the future of a collective enterprise. It naturally 
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follows, then, that teachers would tend to work harder to achieve an 
organizational goal that they identified with and accepted, at least in 
part, as their own goal, with the achievement of the goal becoming a 
source of satisfaction to them. 
Specifically, it was determined in a study conducted by Schneider 
(1984) that teachers expressed high interest in participating in making 
decisions in the following areas: specifying learning objectives for 
each unit of instruction, developing procedures for reporting student 
progress to parents, selecting textbooks, determining grading procedures, 
setting and revising school goals, determining procedures used for 
teacher evaluation, evaluating how well subject department teams were 
working, hiring new faculty members for their subject areas, establishing 
school discipline policies, and preparing budgets for subject 
departments. 
This same premise was further substantiated by research conducted 
by Johnston and Germinario (1985) in which they found that teachers' 
desire to participate in decision making were strongest in those areas 
most closely related to the teaching/learning process. 
According to Duttweiler (1986), the effective schools research 
further emphasized the necessity for the inclusion of the staff in the 
relevant areas of decision making by 
indicating that principals of effective schools establish a 
decision making partnership; respect teachers and collaborate 
in making rules; facilitates collegiality among teachers; 
encourages in their staff a strong sense of participation and 
control over important educational decisions and activities 
in the school; and exhibit an open, professional, collégial 
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style that fosters joint discussion, evaluation, and 
improvement. (p. 373) 
From this it can be seen that the principal has been charged with 
translating this vision into a reality. In order to achieve this 
envisioned excellence, it has necessitated the employment of excellent 
people to develop and implement the structure by which schools can 
become excellent. In addition to the principal's usual roles of 
instructional leader and climate manager, two new areas of responsibility 
have been added, namely, values promoter and protector, and teacher 
empowerer. 
The principal, as values promoter and protector, began by 
clarifying his or her own goals which were communicated to the staff. 
Trust, developed through predictability, consistency, and reliability 
was an integral element in the development of values in the faculty. 
The principal further developed long range plans for the organization, 
monitored, and modeled these values through school leadership behavior. 
As a teacher empowerment advocate, it necessitated a willingness on 
the part of principals to delegate authority and redefine their role 
from the giver of orders to the developer of human potential. Garfield 
(1986) found that successful business leaders believed the more they 
empowered others the more they were able to achieve, and thus, the more 
successful the entire enterprise became. In this sense, power given was 
actually power gained. Principals must, therefore, be willing to do 
away with the traditional hierarchical, bureaucratic structure which has 
characterized schools and develop ways to empower teachers. 
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A further substantiation of this feeling was provided by Finn (1984) 
who said: 
If you want to foster the organizational dynamics and 
institutional characteristics that are associated with school 
effectiveness, you probably have to empower the people who 
staff the school to make important decisions about what 
happens in it. (p. 518) 
Utilization of this process would not only secure staff commitment to the 
goals of the school organization but would also provide one of the most 
effective means of motivating teachers through including them in the 
decision making process (Duttweiler, 1986). 
Acting upon this directive from Finn (1984), it became necessary 
to examine the newly recognized teacher empowerment movement. 
Teacher Empowerment 
A relatively new movement has surfaced recently in response to 
teacher demands for more voice in the operation and management of the 
school organizationr It has arisen due to teacher dissatisfaction with 
the current status of organizational operation, their need for 
autonomy, the new surge of professionalism, and impetus toward a shared 
decision making governance in schools. 
An exact definition of empowerment has been difficult to attain 
since empowerment can mean different things to different people. The 
professional development model devised by the North Dakota State 
Department of Public Instruction (1986) described empowerment as 
"the investiture, provided by the district to the professional 
educator, to make judgments, exercise prerogatives, engage in 
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experimentation and make decisions within an appropriate sphere of 
control" (p. 9). 
Kanter, 1983, (cited in DuFour and Eaker, 1987), on the other hand, 
defined empowerment as "the degree to which the opportunity to use power 
effectively is granted or withheld from individuals" (p. 85). More 
simply, it can be described as the power to act upon one's own ideas. 
In an attempt to analyze these definitions, there seems to be a 
provision made to involve the people who practice a profession in 
deciding what should be done and how it should be done within the 
constraints imposed by the larger goals of the organization. In 
actuality, empowerment has more to do with individual's conduct and 
feelings of self-worth than it does with the acquisition of the power 
to control others. Power, as envisioned by the empowerment movement, 
should only be used to shape the way a job should be performed and, in 
so doing has allowed teachers to have an influence over the policies 
and practices of the organization through consultation and collaboration 
with management. Empowerment specifically has been predicated on the 
assumption of sharing control through acknowledgement of ideas in 
a partnership arrangement between teachers and management where each 
has been encouraged to reach his or her maximum growth potential. The 
real purpose of this movement has been to facilitate the development 
of new skills, to explore new behaviors, and accept responsibility. 
Empowerment can be further described as an ongoing process in 
which people gain satisfaction not only through achievement but by 
striving to achieve new and greater goals. It was actually the 
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aforementioned teacher dissatisfaction with the current operation of the 
organizational structure in schools which gave further substantiation to 
earlier studies that indicated people were motivated and gained 
satisfaction from being included in the decision making process. This 
concept had been pointed out earlier by Herzberg et al. (1959) and other 
motivational theorists. Later studies which indicated similar findings 
include the following: 
Bacharach, Bauer, and Shedd, 1986 (cited in Erlandson & Bifano, 
1987) determined that dissatisfaction was present in working conditions, 
as Herzberg et al. (1959) had noted originally, especially in the areas 
of limited participation in decision making and limited opportunity for 
communication with administrators. 
It was further discovered by McLaughlin, Pfeifer, Swanson-Owens, 
and Yee (1986) that a number of factors in the work environment 
contributed to dissatisfaction, namely, lack of teacher consultation 
about decisions that directly affected their work; administrative 
decisions that undermined teacher professional judgment and expertise; 
lack of opportunity for collégial associations; and lack of recognition 
for accomplishments. 
An interesting secondary effect of participation was found by 
Alutto and Belasco (1972) when they determined that there were three 
states in decision participation: deprivation (participating in fewer 
decisions than desired), equilibrium (participating in as many 
decisions as desired), and saturation (participation in more decisions 
than desired). Hence, they noted that decisional saturation produced 
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as adverse effects as decisional deprivation. Specifically, they found 
that increased participation increased effectiveness through a shared 
ownership concept and a vested interest of teachers in seeing that the 
school goals were accomplished; shared decision making actually 
increased administrative control through influencing a wide range of 
decisional issues; and increased participation in decision making led 
to greater job satisfaction and work achievement fof employees. 
Alutto and Belasco's (1972) analysis of the three states of 
decisional participation pointed out additionally that teachers were 
not homogeneous in their desire for participation and that increased 
centralization of the organization was associated with increased • 
teacher decisional deprivation. 
Similarly, DuFour and Eaker (1987) found that though teachers 
have consistently revealed that they wished to be involved in 
deciding substantive issues, they had no desire to be involved in every 
decision. Therefore, teacher empowerment does not mean simply turning 
people loose and hoping for the best. But, rather, it has been 
based on the rationale of providing members of the group with a clear 
purpose and well defined parameters within which to operate along with 
providing them the authority necessary to accomplish the purpose for 
which they have been charged. 
Further, Rice (1987) pointed out that the implementation of a 
teacher empowerment status in a school organization was not without 
problems. Two major concerns were evident when considering the 
placement of teachers in the decision making hierarchy. First, fear 
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of empowerment has been difficult to overcome. Teachers have voiced 
concern about the sincerity of administrator's attitudes toward the 
whole process and principals seemed to look upon such a practice as 
diminishing their central role of school management and instructional 
leadership. However, upon closer examination, teacher empowerment by 
placing greater responsibility in the hands of teachers for constructing 
and implementing educational programs, can actually be seen as an 
enhancement of the principal's power ti-xrough the addition of resources 
to the planning, implementation, and monitoring of the instructional 
program. 
If this phase of the empowerment idea were put into practice it 
would be essential that the teachers be given the authority to 
implement the decisions they participated in making. Otherwise, 
empowerment would be a hollow victory against the bureaucratic 
structure which would still maintain sole control. 
A second area of concern, pointed out by Rice (1987), involved 
the attitude of teachers themselves, who if included in the decision 
making structure must, then, necessarily accept responsibility for 
concerns outside their immediate classrooms. This necessitated an 
awareness that with this responsibility comes a loss of isolation and 
a gaining of collégial relationships that may not work smoothly at first. 
Along with the realization that these concerns were present, there 
must be incorporated into the empowerment process, specific underlying 
conditions that must be met before successful implementation would be 
possible. First, according to Rice (1987), appropriate issues must be 
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selected for the staff's involvement. These specific areas would include 
curriculum development, student achievement assessment, selection of 
instructional materials and techniques, planning staff development 
programs, developing schedules, and hiring staff. Second, teachers 
must be trained in the various aspects of the decision making process to 
be knowledgeable participants and contributing members of the group. 
Third, teachers selected must have a commitment to the project. Here, it 
must be recognized, as pointed out earlier, that not all teachers would 
want to be involved in the decision making process, nor would all have 
the needed interest or expertise in every area. Utilization of this 
selective involvement procedure would produce maximum efficiency and the 
most profitable results. Fourth, feedback from administrators would be 
needed to let participants know how they were doing. 
The mechanism for implementing teacher empowerment in schools has 
been readily available for years through the implementation of inservice 
education or staff development programs. An earlier reference by 
Batchler (1981) indicated that providing inservice education was one of 
the methods used to motivate teachers and prepare them to become informed 
decision makers. Through the appropriate use of inservice education 
teachers can increase their knowledge and become involved in the kinds 
of projects that provide access to decision making. 
Teacher empowerment can also be attained by using a team approach 
through such ownership fostering groups as task forces, quality circles, 
and problem solving groups. Through utilization of this team building 
concept teachers' sense of participation, contribution to the decision 
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making process, and their feelings of responsibility and power were 
strengthened (DuFour & Eaker, 1987). 
Consequently, it can be seen that the empowerment practice can 
provide a source of recognition,' encouragement, and nurturing to help 
others attain their greatest potential. The underlying philosophy of 
this movement has as its basis the concept that if others "win", the 
organization "wins", too. 
Participation also carries with it the implication of a commitment 
to school based instructional programs, better curriculum development 
through the adaptation of curricular material to specific classroom 
needs, and increased student learning resulting from greater teacher 
effectiveness. 
Hence, one of the major forces encouraging the desire for 
empowerment of teachers has been the need for school improvement. But 
for any type of empowerment to be effective, support must be garnered 
from the teacher union, especially in enlisting their support in the 
empowerment process as well as providing assurance to the union that the 
purpose of empowerment does not involve undermining the collective 
bargaining process. 
This reference to the collective bargaining process leads to the 
next area of examination, which may have been in actuality, the first 
attempt to "empower" teachers as a group through an "in-mass" attempt 
to control some of the conditions in the work environment. 
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Collective Bargaining 
Traditionally collective bargaining has centered around teacher 
advocacy of personal welfare rights encompassing the areas of wages, 
hours, and conditions of employment. No involvement of teachers was 
sought in solving school related problems nor was there any attempt to 
include teachers as a shared partner in the governance process. Today, 
however, teacher unions increasingly have been turning their attention 
to reform-minded questions of teacher empowerment and professionalism 
in addition to salary schedules and working conditions. Also developed 
in response to these demands for increased involvement in basic 
educational decisions has been the requirement of additional 
responsibility. According to Larson (1980), teachers have been desirous 
of playing a key role in setting up procedures for developing educational 
innovations, scheduling assignments, determining curricular content, 
limiting class size, and other educational practices and policies which 
have not been restricted by law or decided by research. This desire of 
the unions has had further ramifications involving the acknowledgement 
that accountability must accompany the responsibility, with the entire 
union being held responsible for the accomplishment of desired outcomes, 
not individual teachers. 
According to Herrick (1985), teachers, more than most occupational 
groups, have been included tlirough their unions in making long term 
decisions regarding matters where their interests have been in conflict 
with those of management through the collective bargaining process. 
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However, there have been many other issues in which the interests of 
teachers have been the same as those of administrators and school boards. 
These issues have dealt primarily with the development of rules, policies, 
and procedures for assisting students in obtaining a quality education. 
Yet, educational systems, as a general rule, have provided no mechanism 
for the inclusion of teachers in this part of the decision making process. 
Instead, teachers have been often kept in a continual state of ignorance 
and anger by being presented decisions with the only opportunity for 
disagreement provided through their teacher organizations. 
The possibility does exist that decisions arrived at through a 
participative decision making system would more closely meet the needs of 
all parties involved and teachers would be more committed to make these 
decisions work in practice. Therefore, this would indicate that 
collective bargaining in education should be supplemented by some type 
of participative decision making system in order to meet the needs of 
students, parents, teachers, administrators, and society (Herrick, 1985). 
Such supplementing of the collective bargaining process has 
become necessary due to the size and complexity of school districts which 
has arisen out of the need of schools to accommodate court rulings, 
appeals for equal financial base, demands for diversified programs, and 
vocational interest groups. The largeness of school size means that 
school boards, superintendents, and district office staff have become 
further and further removed from classroom teachers. At the same time, 
teachers' professional organizations have become larger and, thereby, 
further removed from the needs of individual teachers. 
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In general, these changes in size have made participation 
governance in both teachers' organizations and the school districts a 
very difficult situation to handle effectively. The effect on teachers 
has been lower morale, since morale has been shown to be related to the 
feeling that what each individual does makes a difference. Therefore, 
for these reasons, unions have advocated a strong decentralized 
governance plan, coupled with collaborative decision making. 
A recent American Association of School Administrators' study 
(Brodinsky, 1983) found that superintendents reported that the main 
obstacles to inspiring morale and effectiveness of teachers were the 
teachers' union and the negotiating process. Conversely, others felt 
that through the strength of the union, teachers could work for economic 
security, and, therefore, subsequently has provided morale and 
effectiveness in teaching. Also, through the negotiation process 
teachers have been provided with an opportunity to work for equity in the 
school system and, to some extent, chart their own destiny to the degree 
that local conditions permit. 
According to Bacharach and Conley (1980), effectively managed 
organizations allow employees to have a say in the organizational 
decisions that directly affect their work. Teachers rarely take part 
in decision making outside their own classroom, even when policies made 
at higher levels directly affect their work. Collective bargaining does 
give teachers a means of exercising their power and influence, but 
resistance to collective bargaining on the part of management and 
limitations on the scope of such bargaining restrict teachers' use of 
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this process to influence decisions. Clearly, the potential value of 
teacher participation in work-related policy decisions has been too 
often ignored. 
In the private sector, by contrast, the value of workers' 
participation in collective decision making has been increasingly 
recognized as critical. Surely teachers, who have professional 
training and the greatest amount of direct contact with students, should 
be involved in identification of school needs and the establishment of 
priorities among them. A structure that allowed teachers to develop 
and present ideas, that created formal channels for responses to those 
ideas, and that developed mechanisms for implementing new ideas would 
foster such participation (Bacharach & Conley, 1986). 
Collective bargaining has been essential in achieving democratic 
leadership. While the power to be shared has been drawn from the school 
principals and the district bureaucracy, the relationship has been 
neither collégial nor consensual but contractual. The justification for 
permitting collective bargaining has been embodied in the concept that 
it has increased the dignity of the teachers and has helped to achieve 
their goal of preparing each student to become a functioning member of 
society. 
As a process, collective bargaining has emerged in response to a 
basic change in society which has involved teachers who have recently 
been demanding a part in the decision making process in the areas that 
affect them, their students, the quality of educational programs, and 
effectiveness of their work. 
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Collective bargaining has emphasized firm, fair, and consistent 
treatment of problems while safeguarding the legal rights of those 
involved. It has provided a process of establishing true democratic 
input by helping employees to gain a measure of justice in their 
relationship with their employer. 
Teachers have achieved many concessions since the implementation of 
collective bargaining including greater control over licensing and 
certification, increased academic freedom, higher status, and more 
control over policy. Professional negotiation has also been a means by 
which teachers acquired a feeling of greater dignity and independence in 
performing their functions within the organization (Larson, 1980). 
Therefore, if the collective bargaining process was utilized to its 
fullest potential, it could help produce better and more effective 
schools. Increasing teachers' power and control in their work 
environment can help produce a more satisfied employee. 
The recognition by school officials that teacher "power", as 
exhibited through the legitimacy and strength of teacher organizations, 
"iras here to stay, has been recognized as essential since these 
organizations have a crucial stake in initiating and supporting school 
efforts toward improvement in the educational system. Apparent also 
has been the fact that greater responsibility must be assumed by the 
organization along with this new found power (Bailey & Neale, 1980). 
Another important realization has been the recognition that a 
variety of outcomes have been evident from the various aspects of this 
shared governance proposition with the most relevant being the 
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development of teacher feelings of satisfaction, self-worth, and dignity 
which have been increased through involvement in shared governance. 
Additional results of participation have been gathered and assembled in 
the following section. 
Results of Participation 
Most of the research in the area of shared decision making has 
focused on the results obtained from participation and the various 
demographic factors which affect these outcomes. 
Generally, participation in educational decision making has been 
advanced as a means of improving the productivity and satisfaction of 
workers (Vroom, 1959) due to the success such a practice has had in 
business and industry during the past decade. From this it has been 
reasoned that teachers, too, would become more invested in the success 
of their schools and would feel more ownership and commitment to the 
implementation of decisions if they were allowed to share in determining, 
at least in part, some of the decisions (Lawler and Hackman, 1969; 
Berger, 1982). By providing teachers with leadership opportunities, they 
would be accorded recognition, which was determined earlier by Maslow 
(1954) to be one. aspect of human motivation. Such a practice has also 
impacted upon the organization itself through improving the quality of 
decisions made (Vroom, 1964). Involvement, then, of employees in 
meaningful decision making about their jobs has produced positive 
results for both the employees and the organization. 
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The key word which should be stressed in any type of participation 
has been meaningful involvement with two forms of participation possible, 
namely, involvement and influence. Involvement has been described as an 
active participation in one or more phases of decision making such as 
attending a meeting, providing or gathering information, or casting a 
ballot. Influence, on the other hand, has been referred to as the 
quality of having an effect with the possibility of the result being 
unintentional or negative. An individual has been influential in a 
decision if the decision would have been different had the individual 
not participated (Imber and Duke, 1984). 
The distinction between involvement and influence has been a key 
element in providing and structuring opportunities for teacher 
participation in school decision making. Duke, Showers, and Imber (1980) 
found in a study they conducted in California, a large percentage of 
teachers were reluctant to participate in decision making due to a lack 
of influence they had exerted in previous involvement opportunities. 
Shared decision making was viewed as a formality or an attempt to create 
the illusion of teacher influence. Further, it was determined, that 
teachers felt that shared decision making did not mean shared influence. 
However, Imber and Duke (1984) found that teachers in Kansas and Missouri 
felt that the solution would have been different had they not 
participated. Therefore, they felt that they did exert an influence 
through their involvement. From this it can be concluded that teachers 
did not find participation satisfying unless it included influence. 
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Another interesting side light of the Imber and Duke (1984) study 
found that despite the fact a large percentage of these teachers 
expressed a willingness to participate, in actuality when their 
principals were contacted, very few actually participated. Therefore, 
a discrepancy does exist between actual and desired participation. 
In a related study conducted by Schneider (1984), it was concluded 
that administrators should attempt to determine teachers' actual and 
desired level of involvement in the decision making process and make 
adjustments in the involvement level to reflect what teachers actually 
desire. This type of adjustment should produce an increase in teachers' 
self-concept, their perception of decision involvement, and level of 
job satisfaction. Thus, the major outcome of Schneider's research 
focused on the fact that teachers who were affected by a decision, 
interested in a decision, and/or knowledgeable about a decision should 
be involved in making the decision. 
Involvement in the decision making process typically has brought 
with it intrinsic rewards of job satisfaction. According to Duke et al. 
(1980) three potential benefits could possibly be obtained by teachers, 
namely, feelings of self-efficacy, a sense of shared ownership, and 
advancement of work place democracy. 
Feelings of self-efficacy referred to the satisfaction which many 
people derive from accomplishing something which they consider important. 
Teachers felt satisfaction from contributing to the improvement of 
something and even more satisfaction was obtained if the results of 
their work were implemented throughout the school system. So not only 
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did they want input, they also wanted evidence that their input had been 
utilized. Hence, involvement must be coupled with influence as 
evidenced in the outcome of the decision if satisfaction was to be 
obtained. Specifically, then, individuals were looking for jobs in which 
they could make their presence felt, contribute to the success of the 
enterprise, and use their imagination, creativity, and analytic capacity. 
In addition to enhancing confidence in one's ability to control the 
work environment, shared decision making conceivably contributed to an 
individual's feeling of being a part of a collective enterprise and, 
hence, developed a sense of influence over matters outside the classroom 
(Duke et al., 1980; Kell and Louis, 1980). The notion that one has a 
stake in the future of an enterprise sometimes has been referred to as 
a feeling of shared ownership. By sharing the ownership more people 
have a vested interest in making the project a success. Patchen (1970) 
further suggested that, because of its impact on feelings of shared 
characteristics, greater employee participation would produce stronger 
feelings of solidarity with and loyalty to the organization. 
Related to the concept of shared ownership has been the concept of 
work place democracy which Duke et al. (1980) defined as "the doctrine 
that workers have a basic right to participate in the making of decisions 
which affect the utilization of their labor" (p. 99). Some teachers may 
derive satisfaction from exercising what they believe to be their right 
to participate in deciding how their time and energy were to be used on 
the job. Involvement in shared decision making would be more 
beneficial if they felt their involvement actually made a difference. 
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Some additional studies can be cited as substantiation for 
involving staff in the decision making process. 
Bartunek and Keys (1982) found that teacher participation in 
decision making was positively related to power equalization and teacher 
satisfaction with the administration was partially related to power ' 
equalization. 
Mohrman, Cooke, and Mohrman (1978) analyzed the results of teacher 
participation in three types of decision areas; institutional areas 
which involved decisions related to the organization's adaptation to the 
larger social system, managerial areas encompassing decisions regarding 
such issues as the procurement and allocation of resources, and 
technical decisions directly related to the productive operation of the 
organization. Teachers experienced role ambiguity and job satisfaction 
in participating in technical decisions while greater teacher deprivation 
was reported in managerial decisions. This research further indicated 
that teacher satisfaction was not simply related to the degree of 
participation but also to the type of decisions in which they were 
allowed to participate. 
Blau and Scott, 1962, (cited in Johnston & Germinario, 1985), 
working with a group of counselors, found that increased employee 
participation in decision making resulted in increased interpersonal 
trust. 
Maloy and Jones (1987) cited six themes which summarized how 
teachers felt about their involvement in school decision making 
partnerships: Teachers experienced a feeling of revitalization, 
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clarification about school goals, gained knowledge of group processes, 
learned to apply professional literature to real life situations, and 
discovered more personal growth and involvement. 
Conversely, Duke et al. (1980) found that increased participation 
TOS not a goal of all teachers and for some teachers involvement was 
actually dysfunctional. These researchers further found a widespread 
lack of enthusiasm toward involvement in school related decisions to the 
point of apathy in some cases. From this they concluded that an 
individual's level of participation was dependent on the assessment of 
the various potential benefits of feelings of self-efficacy, ownership, 
and work place democracy and the potential costs of increased demands, 
loss of autonomy, risk of colleagues' disfavor, subversion of the 
collective bargaining process, and threats to career advancement 
associated with involvement in school decision making. Each employee, 
then, was required to make his or her own determination as to whether 
the costs of involvement exceed the benefits. 
Further, it has been a common complaint of teachers that they do 
not have enough time to accomplish all that they wish to in regard to 
job related activities. Therefore, in order for teachers to choose to 
devote some of their scarce professional time to participate in school 
decision making, they must view such participation as more rewarding 
than teaching. Generally, however, teachers have felt that teaching 
was the most rewarding aspect of their job and any involvement in 
participation must necessarily produce the potential for improvement 
in classroom conditions and student outcomes. 
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The major focus behind teacher involvement in decision making has 
been predicated on the need for teachers to have a greater voice in the 
operation of schools. In reality, though, individual teachers long 
accustomed to a relatively large measure of self-determination in their 
classrooms have felt that autonomy might be sacrificed if decision 
making were placed under the control of a group. Thus, teachers as a 
group may gain influence, but possibly at the expense of individual 
teachers. 
Teachers also have voiced concern that involvement in school 
decision making may jeopardize collégial respect. Maslow (1954) found 
that respect by colleagues was one of the steps in the ascent to 
self actualization. It has been feared that some teachers may become 
suspicious of fellow teachers who identify too closely with management. 
Collective bargaining has served as the primary means by which 
teachers have exercised influence over working conditions and school 
policy while still maintaining a low profile through the security of 
a group activity. Consequently, unions have felt apprehension at the 
extensive involvement of individual teachers in the local shared decision 
making process fearing that it may weaken the district bargaining 
position. Concern has also been expressed that administrators might 
regard shared decision making as a means to circumvent the annual 
negotiations process and, thereby, maintain school decision making under 
their direct supervision (Duke et al., 1980). 
A final reason why involvement may be looked upon as suspect by 
teachers concerned the feeling that association with this process 
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might jeopardize their opportunity to get a more desirable assignment 
or to become an administrator. Involvement in such a process seemed to 
increase the likelihood that a teacher might be looked upon as a 
troublemaker. 
Many studies have also attempted to determine if there were certain 
demographic characteristics of teachers which predetermined either their 
willingn.ess or nonwillingness to become involved in such a process. 
Some of these include the following studies. 
A study by Johnston and Germinario (1985) found no major 
differences in teachers' desire for participation among the level of 
instruction, age, sex, marital status, educational level, years of 
teaching experience, years in the present system, or years of teaching 
in the present district. 
Conversely, Riley (1984) found that sex and level of instruction 
were indicators of the degree of actual and desired participation. 
Specifically, he determined that women's actual participation was 
greater at the classroom level than men, while men experienced greater 
actual participation at the building and district levels than women. 
Similarly, women were more desirous of participation at the classroom 
level than men, while men preferred greater involvement at the district 
level than women. 
On the basis of the level of instruction involved, Riley (1984) 
concluded that while elementary teachers experienced greater actual 
participation at the classroom level than their colleagues, high school 
teachers experienced greater actual participation at the building and 
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district levels. It was also apparent from this research that actual 
influencing of a decision was present at the classroom level, while 
only information was provided at the building level. 
Interestingly, no relationship could be identified between teaching 
experience, district size, and academic qualifications as an indicator 
of desired or actual participation. It was noted, however, that the 
larger the district, the less teachers were involved in decision making 
and felt less satisfied than those in smaller districts who were given 
the opportunity for participation. 
Alutto and Belasco (1972) identified three levels of participation 
previously described'and found that decisional deprivation, equilibrium, 
and saturation were different when analyzed by the various categories of 
age, sex, teaching level, employing organization, seniority, perception 
of administrative influence, perceptions of role conflict, and 
attitudinal militancy as it related to collective bargaining. 
Specific findings of Alutto and Belasco (1972) included the fact 
that those decisionally deprived tended to be younger males teaching at 
the secondary level, employed in a rural district, perceiving the 
highest levels of role conflict, and possessing the most favorable 
attitude toward collective bargaining, strikes, and unions. On the other 
hand, teachers experiencing decisional saturation tended to be older 
females teaching at the elementary level in the urban district, 
perceiving moderate levels of role conflict and possessing moderately 
unfavorable attitudes toward collective bargaining, strikes, and unions. 
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From this it can be concluded that both decisional deprivation 
and saturation detracted from the individual's satisfaction with the 
organization. Further, it would seem necessary to develop some type of 
monitoring of teacher preference for involvement. 
Providing the impetus for this investigation was a study conducted 
by Lynch (1971), under the direction of Dr. Ross Engel of Iowa State 
University, concerning which demographic factors affected teachers' 
desire to participate in decision making at three levels of involvement 
(planning, implementing, and evaluating) in the areas of educational 
program policy and personnel policy and arrived at the following 
conclusions; 
1. Sex influenced teachers' desire to participate in the planning 
level of educational program policy with women being more 
desirous of participation at this level than men. Women 
also showed a greater desire to be involved in the 
implementation of personnel policy than men. However, 
men showed a greater desire than women to be involved in 
the evaluation of program policy. 
2. The number of years of service within a school system 
influenced the desire to become involved in evaluation 
of personnel policy, with teachers having one to five 
years of experience showing the greatest desire to be 
involved in the evaluation aspect of personnel policy. 
3. The instructional level taught (elementary or secondary) 
influenced the desire to be involved in the planning 
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stages of educational program policy, as well as all three 
levels of personnel policy, with elementary teachers more 
willing to participate than secondary teachers. 
4. Educational level influenced the desire to become involved 
in the planning stages of program policy, with teachers 
holding a bachelor's degree desiring more involvement than 
those with a master's degree or above. Similarly, 
involvement at all three levels of personnel policy 
revealed the same results. 
Interestingly, Lynch (1971) found that age, size of the school 
district, membership in professional organizations, and recency of 
educational training had no effect on teachers' desire to become 
involved in any level of educational program policy or personnel 
policy decision making. 
As a related aspect of this study, Lynch (1971) determined that 
seventy-one (71) percent of the respondents indicated a willingness 
to be held responsible for their decision making involvement in the 
areas of personnel policy and educational program policy. However, 
none of the demographic characteristics of sex, age, number of years 
within a school, grade level taught, size of the school, professional 
association membership, and recency of educational training could be 
shown to have any influence upon the willingness to be held responsible 
for the educational decisions. 
From the evidence obtained through the analysis of these preceding 
studies, no consistent results seem to be forthcoming concerning which 
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factors affected the desire for participation nor from the implementation 
of such a practice. 
Summary 
Recently, the movement toward participative decision making has 
exhibited great promise for the improvement of the effectiveness of 
schools. Not only would it provide employees with satisfaction, 
contentment, and feelings of self worth but the organization would 
experience increased productivity and improved overall effectiveness. 
The underlying premise in shared decision making has as its basis 
the assumption that people invest themselves in work to attain the 
fulfillment of certain needs, which have been described in the various 
motivation theories exposited by Maslow (1954), Herzberg et al. (1959), 
McGregor (1966), and even more recently by Ouchi (1981). It was 
determined that through work people progress through a process of 
"becoming" and were able to reach their full potential. By being 
motivated in their work they not only achieved satisfaction for 
themselves but also improved the operation of the organization in 
the process. 
The correlates of effective schools, as described by Edmonds (1979), 
pointed out that schools which were most effective were those in which 
the principal relinquished some control and allowed teachers to 
participate in the decision making process. Not only did this improve 
staff morale, but also impacted positively on student learning. However, 
to date, the impact of such a practice has been less conclusive as to 
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its affect on student achievement. 
Much of the impetus toward the shared decision making type of 
management has been fueled by the newly formed teacher empowerment 
movement which has sought to allow teachers more input into specific 
decisional areas and has provided them with recognition and encouragement. 
Perhaps an earlier movement toward giving teachers more influence in 
the operation of the school came from the unionization of teachers and 
the collective bargaining process. 
Despite the fact that such a practice has been purported to provide 
positive impact on the organization as well as the individual, there 
have been instances where it was shown to actually hinder the operation 
of the organization by producing dissatisfaction in individuals who did 
not want the added responsibility or the additional burdens associated 
with the use of such a practice. Therefore, whatever each individual 
organization has decided to do in regard to implementing this practice, 
it must be contextually predicated upon an analysis of the unique 
characteristics and different personalities composing the organization 
to produce the most effective/efficient results. 
Two issues seem likely to emerge from efforts to change the status 
of teachers in school districts. The first issue has centered on the 
difficult question of where particular kinds of decisions should be 
made. In other words, how should responsibility be divided up between 
central administrators and building level personnel in the decision 
making process involving the various levels of possible participation? 
50 
Secondly, it has seemed apparent for the most part that research has 
supported the contention that employee participation in the decision 
making process created positive effects both for the employee and the 
organization. Yet, there still has been evidence that a portion of 
employees do not wish to participate and any attempted involvement of 
this faction of people in the decision making process has been observed 
to be counter-productive to the individual as well as the organization. 
Therefore, researchers must further determine if certain factors do 
exist which relate to teachers• desire to participate in various levels 
of decision making. If such factors could be identified, they would 
not only aid management in the selection of employees to participate 
in the decision making process but would also provide a basis for the 
enhancement of the overall effectiveness of the organization. 
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CHAPTER III. METHOD 
The problem of this study centered around the determination of which 
selected factors influenced teachers' desire to participate in 
educational decision making regarding the areas of program policy and 
personnel policy at four levels of involvement. These levels included 
consultation, involvement, implementation, and evaluation. As a related 
aspect of this study, an attempt was also made to determine teachers' 
willingness to assume responsibility for the educational decisions 
in which they participated. 
Hypotheses Tested 
The following null hypotheses served as the basis for investigation 
in this study: 
There is no significant difference between the numbers of teachers 
when categorized on the basis of age and on the criterion variable of 
desire to participate on a consultation basis in planning educational 
program policy. 
' The remaining hypotheses can be obtained through alteration of the 
original hypothesis utilizing the following procedure: By changing the 
categorization to each of the following: 
A. sex, 
B. number of years of teaching in a school district, 
C. grade level taught, 
D. size (enrollment) of the district. 
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E. involvement in the local collective bargaining 
association, 
F. noninvolvement in the local collective bargaining 
association, 
and by changing the criterion to; 
1. desire to participate on an involvement basis in planning 
educational program policy, 
2. desire to participate in implementing educational program 
policy, 
3. desire to participate in evaluating educational program 
policy, 
4. willingness to assume responsibility for educational 
program policy decisions, 
5. desire to participate on a consultation basis in 
planning personnel policy, 
6. desire to participate on an involvement basis in 
planning personnel policy, 
7. desire to participate in implementing personnel policy, 
8. desire to participate in evaluating personnel policy, 
9. willingness to assume responsibility for personnel 
policy decisions. 
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Assumptions 
The study was based upon the following assumptions: 
1. A school will be more successful in identifying its needs and 
in developing policies to meet those needs when decision 
making enlists a wide variety of people working together 
exchanging ideas and insights. 
2. Participation in decision making has positive effects on the 
attitudes, job performance, and job satisfaction of workers. 
3. There is a relationship between the degree of participation 
in decision making and staff morale. 
4. Teachers desire participation in areas of decision making 
most closely related to issues that affect them most. 
5. Teachers are more willing to accept and implement decisions 
when they have been involved in the decision making process 
and, thereby, develop feelings of "ownership" for the outcome. 
6. Participation varies in degree and quality, ranging from mere 
consultation to absolute control over final decisions. 
7. Participative decision making can improve the quality of 
decisions made. 
8. The quality of education provided to students can be enhanced 
by a cooperative effort between teachers and principals. 
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Selection of the Sample 
The sample selected for this study included the population of all 
public school systems in the state of Iowa which were involved in 
collective bargaining during the 1987-1988 school year. , This involved 
all but sixty three of the four hundred and thirty six public school 
districts in Iowa. 
Upon the advice of the Iowa Department of Education's Research 
Department and Iowa State University's Research and Evaluation 
Department, a stratified random sampling technique was employed in 
selecting teachers from each of the two levels of total school district 
enrollment. The enrollment levels utilized, which actually constituted 
large and small district size, were under one thousand enrollment and 
over one thousand enrollment. Thus, a sample size proportionate to the 
total number cf teachers in each stratum was obtained with a total 
sample size of three hundred providing adequate numbers for this 
research design. 
The Iowa Department of Education selected the stratified random 
sample of teachers for the two strata, contingent upon the criterion 
of using only collective bargaining districts of Iowa public schools. 
A list of school system selected has been provided in Appendix A. 
Description of the Instrument 
The instrument used for this study was essentially the questionnaire 
developed by Lynch (1971) in the original study with minor modifications 
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made in the scenarios to keep the questions current with the concerns 
of today. The questionnaire, which was designed to test the validity 
of the null hypotheses previously described, can be found in Appendix B. 
Construction of the Instrument 
The questionnaire was designed so as to facilitate the analysis 
through the dependence and independence of variables using the chi 
square test statistic. 
The questionnaire was divided into three parts in order to ascertain 
specific results from respondents. 
Part I of the questionnaire necessitated completion of personal 
demographic information by the respondents concerning age, sex, number 
of years within a school system, size of district, grade level taught, 
and involvement/noninvolvement in local collective bargaining 
associations. 
Part II of the questionnaire involved the determination of 
teachers' willingness to participate in decision making concerning 
educational program policy and personnel policy at four levels of 
involvement. These levels encompassed the four gradations of 
consultation, involvement, implementation, and evaluation. Ten 
questions, regarding typical school decision making situations, 
provided the framework for this section with five questions each 
regarding educational program policy and personnel policy. 
Part III of the questionnaire centered on the determination of 
teachers' willingness to assume responsibility for educational decision 
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making in which they participated. Ten hypothetical situations, with 
five each for educational program policy and personnel policy, were 
developed for which teachers needed to respond in this study. Decision 
making scenarios that were devised involved the ascertaining of which 
pertinent areas were worthy of consideration from the analysis of the 
review of literature (Lynch). 
Collection of the Data 
After obtaining approval from the Iowa State University Department 
of Human Subjects Committee and through utilizing techniques previously 
enumerated in this section, a list of selected teachers was obtained 
from the Iowa Department of Education. A questionnaire was then mailed 
to each teacher. Accompanying this questionnaire iras also a cover 
letter encouraging them to fill out the survey and return it in the 
enclosed self-addressed stamped envelope. A follow-up letter ifas also 
sent to those teachers who did not respond to the initial questionnaire. 
Treatment of the Data 
As the data were received, they were recorded and percentages of 
return noted. After tabulation was completed and summarized for totals, 
appropriate tables for exhibiting the data were developed and presented 
in the appendix. Results of Part II were summarized in the tables in 
Appendices C and D with Part III tabulated in Appendices E, F, and G. 
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Statistical Treatment 
The Chi-square test statistic was selected to analyze the 
information obtained from the questionnaire to provide a comparison of 
the observed frequency of teacher responses to those theoretically 
expected concerning the various factors or categories of demographic 
characteristics deemed to be of importance in this investigation. This 
categorical data consisted of age, sex, number of years of teaching in 
a school district, grade level taught, size of the district, and 
involvement or noninvolvement in the collective bargaining process of 
the local district. 
Each categorical variable was further broken down into various 
subcategories. Sex was divided into two parts, male and female, while 
age was divided into three parts, twenty to thirty-five years of age, 
thirty-six to fifty years of age, and fifty-one years of age and older. 
The number of years in the current school district was divided into ten 
years or less and over eleven years, while grade level taught was 
designated by either a kindergarten through sixth grade placement or a 
seventh through twelfth grade assignment. Size of the district was • 
broken down by enrollments of under one thousand and over one thousand. 
Involvement in the collective bargaining process entailed any or all 
of the following: holding an elected office, serving on the collective 
bargaining team, or acting as chief negotiator. Noninvolvement 
consisted of lack of membership in the local collective bargaining 
association or attending the local education meetings only. 
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These categorical variables in Part II of the questionnaire were 
analyzed in regard to the criterion variable of teacher desire to 
participate in educational decision making within the areas of 
educational program policy and personnel policy at four levels of 
participation, namely, consultation, involvement, implementation, and 
evaluation. However, in Part III of the questionnaire, this criterion 
variable was changed to teacher willingness to assume responsibility 
for educational program policy or personnel policy decisions in which 
they were involved. 
Part II of the questionnaire was organized so that questions one 
through five related to the area of educational program policy while 
questions six through ten focused on personnel policy. Responses A 
through D in each question indicated a desire to be involved at four 
different stages or levels of possible participation. In each question, 
response A indicated a desire to participate at the consultation level, 
response B reflected a willingness to participate at the involvement 
level, response C indicated a willingness to participate at the 
implementation level, response D showed a desire to participate at the 
evaluation level, while response E showed no desire to participate at 
any stage of the decision making process. 
A chi-square test was performed on each response level possible 
of the criterion variable for each question by utilizing the Iowa State 
University's mainframe computer and enacting the SPSSX (Statistical 
Package for the Social Sciences) program to perform the analyses, 
except for response E which indicated a desire for no involvement, for 
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each of the seven aforementioned categorical variables. Therefore, this 
constituted a chi-square test of response A versus B, C, D, E; response 
B versus A, C, D, E; response C versus A, B, D, E; and response D versus 
A, B, C, E. It was determined a priori that three out of the five same 
level responses for the five questions of each area must be determined 
to be significant (reveal a greater difference than could be normally 
expected by chance) if the null hypothesis was to be rejected. If less 
than three out of five were significant, the overall result of that 
level was not considered significant. This type of overall comparison 
was performed upon the advice of Iowa State University's Research and 
Evaluation Department. 
Part III of the questionnaire \fas organized in a similar manner. 
Questions one through five were directed at determining willingness to 
assume responsibility for educational program policy decisions while 
questions six through ten focused on personnel policy decisions. 
However, no levels of participation were utilized in this analyses as 
had been done in Part II. Rather, responses A and B indicated a desire 
of teachers to be held accountable for decisions in which they had been 
involved, while response C showed no desire to be held accountable. 
Response D (other), due to the smallness of respondent selection, was 
not included in the statistical analyses. (Had this response been 
utilized, it would have been necessary to individually assign 
willingness or nonwillingness to be held accountable on the basis of 
the written explanation by the respondent.) Discarding of this item was 
done upon the advice of the researcher's statistician committee member. 
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Hence, in Part III, the seven categorical variables or factors 
cited earlier were analyzed in terms of willingness to assume 
responsibility for educational decisions. In each question teachers 
were asked to assume that they had been represented on each policy 
committee where the policies were made for each case described. Since 
both response A and B represented willingness to assume responsibility 
for educational decisions, a chi-square test was performed on both 
responses. Essentially, this was a chi-square test of response A versus 
B, C, D and response B versus A, C, D. Therefore, instead of the 
criterion of three out of five responses being necessary to show a 
significant difference, six out of ten were necessary for significance 
here since there were two responses possible for determining the desire 
to be held accountable, instead of one for each criterion variable as 
previously conducted in Part II of the questionnaire. However, this 
still represented the same criterion for determining significance 
necessary to reject the null hypotheses. 
Criterion for determining the aforementioned significance was 
contingent upon the level of significance (probability) obtained from 
each analysis. If the level of significance obtained on the chi-square 
test was less than the five percent level (.05), then it \ras determined 
to be significant. Conversely, if the level of significance was 
greater than the five percent level (.05), the results obtained were 
not considered to be significant. The five percent (.05) level was 
selected due to the fact that most educational research has been 
conducted at that level. 
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With this explanation of the statistical procedures undertaken in 
the data analyses, it was at this point, then, that the results of 
each part of the questionnaire were disaggregated. 
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CHAPTER IV. FINDINGS 
Part II: Selected Factors Influencing Teachers' Desire 
to Participate at Four Levels of Decision Making 
The purpose of this analyses was to determine which of the factors 
or categorical variables cited earlier influenced teachers' desire to 
participate at four levels of involvement in educational decision 
making. 
The data in this chapter were divided into the previously mentioned 
areas of educational program policy and personnel policy along with the 
decision making being divided into four levels of participation 
consisting of consultation, involvement, implementation, and evaluation. 
Questions one through five of Part II of the questionnaire concerned 
the area of educational program policy.and responses A through D of each 
question represented the four levels of possible involvement. 
Hypotheses for Part II of the questionnaire were cited in Chapter 
Three. Therefore, all will not be repeated here, but reference will be 
made to the findings of each. The following description served to 
provide the major findings of this investigation. 
Consultation level of educational program policy 
While seven factors could possibly have influenced decision making 
at the consultation level of participation, as evidenced by response A 
of question one through five, it was found that only a person's sex in 
question one produced a significant difference between the observed and 
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the expected frequency of responses. This was primarily due to more 
women expressing a desire to participate at this level than had been 
expected. Men, however, demonstrated less of a desire to participate 
at the consultation level than had been expected (Appendix D, Table 1). 
Hence, since only one out of the five responses for this hypothesis was 
shown to be significant, the null hypothesis that there \Tas no 
significant difference between the numbers of teachers when categorized 
on the basis of sex and on the criterion variable of desire to 
participate at the consultation level of planning educational program 
policy could not be rejected. 
All other categorical variables (age, number of years in current 
district, grade level taught, size of the district, and involvement or 
noninvolvement in the local collective bargaining association) when 
analyzed in regard to desire to participate at the consultation level 
of educational decision making produced no significant chi-square 
results. Therefore, support was shown for the retention of the seven 
null hypotheses at the consultation level. 
Involvement level of educational program policy 
At the involvement level of participation in educational program 
policy decision making, as evidenced by response B of questions one 
through five, it was again found that a person's sex produced a 
significant difference between the observed and the expected frequency 
of responses on question two. This was primarily due to a larger than 
expected willingness on the part of women to participate at this level 
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while men desired less than the expected amount of participation 
(Appendix D, Table 2). Hence,, since only one out of five:responses 
for this hypothesis was shown to be significant, the null hypothesis 
that there was no significant difference between the numbers of teachers 
when categorized on the basis of sex and on the criterion variable of 
desire to participate at the involvement level of planning educational 
program policy could not be rejected. 
Also apparent at this level was the obtaining of a significant chi-
square, at both the five percent (.05) and the one percent (.01) levels, 
which involved the factor of grade level taught. Question one, response 
B, produced a higher than expected number of seventh through twelfth 
grade respondents willing to participate at this level than expected. 
Consequently, a smaller than expected number of kindergarten through 
sixth grade teachers were desirous of participation (Appendix D, Table 3). 
Therefore, since only one out of the five responses at this level was 
shown to be significant, the null hypothesis that there was no significant 
difference between the numbers of teachers when categorized on the basis 
of grade level taught and on the criterion variable of desire to 
participate at the involvement level of planning educational program 
policy could not be rejected. 
T.he other five categorical variables (age, number of years in 
current district, size of the district, and involvement or noninvolvement 
in the local collective bargaining association) produced no significant 
Chi-square results. Therefore, none of the seven null hypotheses at the 
involvement level could be rejected. 
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Implementation level of educational program policy 
Desire for participation at the implementation level of decision 
making in educational program policy, as exhibited by response C in 
questions one through five, found one significant chi-square in regard 
to numbers of years in the current district. Teachers with over eleven 
years of tenure in the same district were willing to participate more 
than was expected while those teachers with ten years or less in the same 
district desired less participation than expected (Appendix D, Table 4). 
However, since only one of the five possible chi-square tests was found 
to be significant, the null hypothesis that there was no significant 
difference between the numbers of teachers when categorized on the 
basis of the number of years in the current district and on the criterion 
variable of desire to participate at the implementation level of 
educational program policy must be held tenable. 
The categorical variable of age produced two significant chi-square 
tests at the implementation level in questions four and five, response C. 
In question four, there was a larger than expected number of teachers 
over fifty-one years of age who desired participation than had been 
expected. Conversely, a smaller than expected number in the age category 
of twenty to thirty-five and thirty-six to fifty years of age desired 
participation (Appendix D, Table 5). In question five, the chi-square 
obtained was significant at both the five percent (.05) and the one 
percent (.01) levels and was produced by a larger than expected number 
of teachers in the thirty-six to fifty age category willing to 
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participate. Both of the other age categories showed less of a desire 
to participate (Appendix D, Table 6). Interestingly, in both questions, 
the age category of twenty to thirty-five showed the biggest difference 
between what was expected and observed with this category desiring the 
least participation. Although two out of the five chi-square tests 
produced significant results, this was not sufficient to reject the 
null hypothesis that there was no significant difference between 
numbers of teachers when categorized on the basis of age and the 
criterion variable of desire to participate at the implementation level 
of educational program policy. 
All other categorical variables (size of the district, sex, grade 
level taught, and involvement or noninvolvement in the local 
collective bargaining association) produced no> si^ificant chi-square 
results. Therefore, the null hypotheses of these seven factors 
remained tenable. 
Evaluation level of educational program policy 
At the evaluation level of participation, two categorical variables, 
namely, age and noninvolvement in the local collective bargaining 
association, produced significant chi-square results, though neither 
produced the criteria of three out of the five significance required for 
rejection of the null hypothesis. 
The factor of age in question three, response D, produced a 
significant chi-square, both at the five percent (.05) and one percent 
(.01) levels, primarily due to the larger than expected number desiring 
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participation at this level in both age categories of thirty-six to fifty 
and over fifty-one, with the thirty-six to fifty age category providing 
the largest discrepancy. Consequently, the age category of twenty to 
thirty-five desired less than the expected numbers of participants 
(Appendix D, Table 7). Only one out of the possible five chi-square 
tests in this area was significant so, therefore, the researcher was 
unable to reject the null hypothesis that there was no significant 
difference between the numbers of teachers when categorized on the 
basis of age and the criterion variable of desire to participate at 
the evaluation level of educational program policy. 
Two, chi-square tests were found to be significant in regard to the 
categorical variable of noninvolvement in the local collective 
bargaining association. Both question two and three, response D, were 
significant in this area. Question two showed a larger than expected 
number who wished to be involved at this level with a smaller than 
expected number who did not wish to participate (Appendix D, Table 8). 
Question three, again, showed a larger than expected number of 
respondents who wished to be involved at this level, with a lesser 
number than expected choosing not to be involved here (Appendix D, 
Table 9). Consequently, since only two of the five possible chi-square 
tests were significant, the null hypothesis that there was no 
significant difference between the numbers of teachers when categorized 
on the basis of noninvolvement in the local collective bargaining 
association and criterion variable of desire to participate at the 
evaluation level of educational program policy could not be rejected. 
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The factors of size of the district, number of years in the current 
district, involvement in the local collective bargaining association, 
sex, and grade level taught produced no significant chi-square results. 
Therefore, all seven null hypotheses at the evaluation level remain 
tenable. 
Questions six through ten of Part II of the questionnaire had 
reference to personnel policy decision making participation and 
produced similar results to those of the educational program policy 
decision making with no null hypotheses being able to be rejected. 
Specifically, the results produced were as follows; 
Consultation level of personnel policy 
In regard to the consultation level of personnel policy, three 
categorical variables produced significant chi-square results, though 
none were able to produce the three out of five significance necessary 
to reject the null hypotheses in this area. 
The number of years in the current district produced one 
significant chi-square in question seven, response A. The significance 
was largely due to the larger than expected number of those teachers 
with over eleven years in the district willing to participate at this 
level (Appendix D, Table 10). Subsequently, those with ten years or 
less tenure in the district desired less participation than expected. 
Therefore, the null hypothesis that there was no significant difference 
between the numbers of teachers when categorized on the basis of number 
of years in the district and the criterion variable of desire to 
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participate at the consultation level of planning personnel policy must 
be retained. 
Age also proved to be a significant factor in one of the five chi-
square tests in this area. Question ten, response A, produced a 
significant chi-square due to the greater than expected number desiring 
participation in the age categories of thirty-six to fifty and the over 
fifty-one age group. Again, as noted earlier .in the implementation and 
evaluation levels of educational program policy, the twenty to thirty-
five age group desired less involvement than expected (Appendix D, 
Table 11). Therefore, the null hypothesis that there was no 
significant difference between the numbers of teachers when categorized 
on the basis of age and the criterion variable of desire to participate 
at the consultation level of planning personnel policy remained tenable. 
Grade level taught produced one significant chi-square in question 
seven, response A, due to the greater than expected number of seventh 
through twelfth grade teachers wishing to participate at this level. 
Kindergarten through sixth grade teachers desired less participation at 
this level than had been expected (Appendix D, Table 12). Therefore, 
the null hypothesis that there was no significant difference between 
bhe numbers of teachers when categorized on the basis of grade level 
taught and the criterion variable of desire to participate at the 
consultation level of planning personnel policy could not be rejected. 
Size of the district, sex, and involvement or noninvolvement in the 
local collective bargaining association produced no significant chi-
square tests. Consequently, none of the seven null hypotheses at 
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the consultation level were able to be rejected. 
Involvement level of personnel policy 
The involvement level of personnel policy produced one significant 
chi-square in each of the areas of age, grade level taught, and 
noninvolvement in the local collective bargaining association, though 
none produced the three out of five significance necessary to refute the 
null hypotheses in this area. 
In the category of age at the involvement level, question six, 
response B, produced a significant chi-square largely due to the larger 
than expected number of respondents in the over fifty-one category being 
willing to be involved. Each of the other age categories, twenty to 
thirty-five and .thirty-six to fifty, produced less than the expected 
number of teachers willing to participate, with the younger category 
having the bigger discrepancy between the observed and the expected 
responses (Appendix D, Table 13). This same trend was noted earlier 
in the implementation and evaluation levels of program policy as well 
as in the consultation level of personnel policy. However, this finding 
does not allow the null hypothesis that there was no significant 
difference between the numbers of teachers when categorized on the 
basis of age and the criterion variable of desire to participate at the 
involvement level of planning personnel policy to be rejected. 
Grade level taught elicited one significant chi-square in question 
nine, response B, due to the larger than expected number of respondents 
in the kindergarten through sixth grade category indicating a desire 
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to participate at this level. Consequently, there was a smaller than 
expected number of seventh through twelfth grade teachers who preferred 
not to be involved at this point (Appendix D, Table 14). Despite the 
fact that one significant chi-square was reported, it was not enough to 
reject the null hypothesis that there was no significant difference 
between the numbers of teachers when categorized on the basis of grade 
level taught and the criterion variable of desire to participate at the 
involvement level of planning personnel policy. 
The third area of the involvement level of planning personnel 
policy to produce a significant chi-square was that of noninvolvement 
in the local collective bargaining association, through response B of 
questions six. The significance was obtained due to the larger than 
expected number of respondents who were involved at this level and this 
subsequently led to a smaller than expected number who chose not to be 
involved (Appendix D, Table 15). Hence, the null hypothesis that there 
was no significant difference between the numbers of teachers when 
categorized on the basis of noninvolvement in the local collective 
bargaining association and the criterion variable of desire to 
participate at the involvement level of planning personnel policy could 
not be rejected in this area since only one of the five chi-square tests 
was significant. 
The categorical variables of the size of the district, the number 
of years of tenure in the current district, involvement in the local 
collective bargaining association, and the sex of the individual 
produced no significant chi-square results. Even those areas which did 
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produce a significant chi-square did not produce enough significant 
differences to allow the rejection of the null hypotheses in this area. 
Therefore, all seven null hypotheses were deemed to be tenable. 
Implementation level of personnel policy 
The implementation level found three categorical factors, namely, 
sex, grade level taught, and noninvolvement in the'local collective 
bargaining association each producing one significant chi-square. 
However, this does not meet the criterion for rejecting the null 
hypotheses in this section, but, rather, lends support for retaining 
the null hypotheses. 
Question seven, response C, produced a significant chi-square in 
regard to the categorical variable of sex due to the greater than 
expected number of men willing to participate at this level, while 
fewer than expected women expressed the same desire to participate 
(Appendix D, Table 16). Therefore, the null hypothesis that there was 
no significant difference between the numbers of teachers when 
categorized on the basis of sex and the criterion variable of desire to 
participate at the implementation, level of personnel policy can not be 
rejected due to obtaining only one significant chi-square out of the 
possible five. 
The same question also produced one significant chi-square at 
both the five percent (.05) and the one percent (.01) levels in the area 
of grade level taught due to the larger than expected number of seventh 
through twelfth grade teachers desiring participation, with smaller than 
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expected number of kindergarten through sixth.,grade teachers willing to 
become involved at this point (Appendix D, Table 17). Hence, the null 
hypothesis that there was no significant difference between the numbers 
of teachers when categorized on the basis of grade level taught and the 
criterion variable of desire to participate at the implementation level 
of personnel policy must be retained. 
Question seven, response C, also produced thé only significant chi-
square in the area of noninvolvement in the local collective bargaining 
association. This was due to the larger than expected number who desired 
to be involved, with a smaller number than expected choosing not to be 
involved (Appendix D, Table 18). With only one significant chi-square 
produced in this section, the null hypothesis that there tvas no 
significant difference between the numbers of teachers when categorized 
on the basis of noninvolvement in the local collective bargaining 
association and on the criterion variable of desire to participate at 
the implementation level of personnel policy must be held tenable. 
Again, the size of the district, number of years in the current 
district, involvement in the local collective bargaining association, 
and age produced no significant chi-square results. Therefore, all 
seven null hypotheses at the implementation level must be retained. 
Evaluation level of personnel policy 
The evaluation level of personnel policy also found only three 
significant chi-square tests in the categorical variables of age, sex, 
and noninvolvement in the local collective bargaining association. 
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Therefore, none of the seven null hypotheses were able to be rejected 
in this area. 
The factor of age produced the significant chi-square in question 
eight, response D, due to the age categories of thirty-six to fifty and 
over fifty-one desiring to participate in greater numbers than expected. 
Again, as was found in the earlier sections of both educational program 
policy (implementation and evaluation levels) and personnel policy 
(consultation level), the youngest age category, twenty to thirty-five, 
desired less participation than either of the other two categories 
(Appendix D, Table 19). This section also lacked a chi-square test 
result on question nine, response D, due to two of the six cells having 
an expected frequency of less than five. There being no logical way to 
collapse the three age categories to keep them consistent with other 
results in this same category due to the small numbers willing to be 
involved at all for this question, no chi-square was reported upon the 
advice of the researcher's committee statistician. With the type of 
results obtained in this section, the null hypothesis that there was no 
significant difference between the numbers of teachers when categorized 
on the basis of age and on the criterion variable of desire to 
participate at the evaluation level of personnel policy necessarily must 
be retained. 
The categorical factor of sex produced one significant chi-square 
at both the five percent (.05) and one percent (.01) levels for question 
eight, response D, due to a greater than expected number of male 
respondents who desired participation at this level. However, a smaller 
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than expected number of female teachers desired participation (Appendix 
D, Table 20). Therefore, the null hypothesis that there was no 
significant difference between numbers of teachers when categorized on 
bhe basis of sex and criterion variable of desire to participate at the 
evaluation level of personnel policy was held to be tenable. 
Noninvolvement in the local collective bargaining association 
produced the third area in which one significant chi-square was found. 
Question six, response D, produced a chi-square which was significant 
at both the five percent (.05) and one percent (.01) levels, with a 
larger than expected number of respondents willing to be involved at this 
level (Appendix D, Table 21). Therefore, with only one out of the five 
possible chi-square tests proving to be significant, the null hypothesis 
that there was no significant difference between numbers of teachers 
when categorized on the basis of noninvolvement in the local collective 
bargaining association and on the criterion variable of desire to 
participate at the evaluation level of personnel policy must be retained. 
A total of fifty-eight null hypotheses were investigated in this 
section and all found support from the analyses conducted to this point. 
Consequently, there appeared to be little, if any, relationship between 
the categorical variables under investigation when analyzed in terms of 
the various levels of possible participation as evidenced by the small 
number of significant chi-square tests obtained in the overall analyses. 
Therefore, the desire to participate in either educational program policy 
or personnel policy decision making appeared to be independent of the 
seven categorical factors which served as the basis of this investigation. 
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Numbers of respondents willing to participate in educational decision 
making, generally were found to be nearly what was expected. 
Appendix C contains a listing of all nonsignificant chi-square 
test results obtained from Part II of the questionnaire. 
Part III; Selected Factors Influencing Teacher Willingness 
to Assume Responsibility for Decisions 
Part III of the questionnaire attempted to determine if any of the 
factors (categorical variables) could influence willingness to assume 
responsibility for educational decision making in which the respondents 
participated. 
The table in Appendix E represents a breakdown' of the total 
respondents and their desire to assume responsibility for-decision 
making. 
An analysis of the table (Appendix E) indicated that the total 
percentage of respondents willing to assume responsibility for 
educational decision making was seventy-eight point five (78.5) percent. 
An analysis of those respondents willing to assume responsibility in 
terras of questions one through five pertaining to program policy was 
seventy-seven point .eight (77.8). percent. An analysis of question five 
which related the problem of a textbook not being appropriate for the 
slow learner resulted in the greatest percentage of respondents being 
willing to assume responsibility (Appendix B, Part III, question 5). 
Questions six through ten were designed to measure willingness to 
assume responsibility in terms of personnel policy. Respondents 
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indicated a desire to assume responsibility seventy-nine point two (79.2) 
percent in reference to questions six through ten. Teachers showed the 
greatest tendency to assume responsibility in terms of questions related 
to layraans' complaints about coaches being over paid (ninety-seven 
percent)/ use of Phase III money (ninety percent), and legislative 
action on certification requirements (ninety percent) (Appendix B, 
Part III, questions 9, 7, 10). The least desire to assume 
responsibility was in reference to the questions concerning the 
establishment of a school calendar (fifty-seven percent) and the 
ineffectiveness of classroom instruction (sixty-two percent) (Appendix 
B, Part III, questions 6 & 8). 
While the hypotheses postulated in the first chapter attempted to 
analyze selected factors which may influence willingness of teachers to 
assume responsibility for decision making results derived from the table 
(Appendix E) indicated that those teachers polled appeared willing to 
assume responsibility for decisions in seventy-eight point five (78.5) 
percent of the instances examined. 
Specifically, the seven factors (age, sex, grade level taught, 
size of the district, number of years in the current school district, 
and involvement or noninvolvement in the local collective bargaining 
association) cited in Chapter One were analyzed in terms of willingness 
to assume responsibility for educational decisions. Questions one 
through ten of Part III of the questionnaire were designed to test 
the validity of the seven hypotheses stated in Chapter One in regard to 
this section. 
78 
In the analyses performed upon each of the questions and their 
subsequent responses of willingness or nonwillingness to be held 
accountable for decisions in which they participated, both in regard to 
educational program policy, as evidenced by questions one through five, 
and personnel policy, as evidenced by questions six through ten, in terms 
of the categorical variables listed above, only one significant chi-
square test resulted. The area of personnel policy and the categorical 
variable of district size for question six, response A, found there 
to be more teachers in the large districts of over one thousand 
enrollment willing to assume responsibility for decisions in which they 
had participated than had been expected. Conversely, there was a 
smaller than expected number of respondents from the smaller districts 
of under one thousand enrollment desirous of participation (Appendix G, 
Table 1). However, one out of the ten possible chi-square tests for this 
area being found significant did not meet the pre-established criterion 
necessary for rejection of the null hypothesis. Therefore, the 
contention that there was no significant difference between the numbers 
of teachers when categorized on the basis of district size and the 
criterion variable of willingness to assume responsibility for personnel 
policy decisions could not be refuted. 
This being the only significant chi-square test result obtained 
necessarily led to failure to reject any of the hypotheses in this area. 
Therefore, overall, there was no evidence of any significant difference 
between the numbers of teachers when categorized on the basis of any 
of the seven factors cited and on the criterion variable of willingness 
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to accept responsibility for either educational program policy or 
personnel policy decisions. Accountability was determined to be 
independent of any of the factors analyzed since the results indicated 
little/ if any, relationship between the categorical variables and the 
criterion variables. 
All nonsignificant chi-square results for Part III of the 
questionnaire have been reported in Appendix F. 
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CHAPTER V. SUMMARY AND DISCUSSION 
Summary of Research Problem, Method, and Findings 
A strong current movement in education has revolved around teacher 
desire for more involvement in educational decision making as first 
evidenced by a desire for inclusion in the collective bargaining process. 
More recently, literature regarding the school effectiveness movement 
has pointed to the need for the involvement of teachers in the school 
decision making process in order to utilize most effectively this 
valuable, untapped resource in school operation. Even more recently, 
teachers have become more vocal in their demands for inclusion as an 
integral element in a partnership type of relationship with school 
administrators whereby each has the option of providing input into what 
happens within the confines of each local school district. Hence, it 
has been through this new found teacher empowerment movement that a 
focus has been directed at seeing the relevancy and beneficial outcomes 
obtained from the involvement of the rank and file members of the school 
organization in the heretofore administrative prerogative of decision 
making. 
Research to date, as cited in Chapter Two, tended to substantiate 
the previous thinking in this area regarding the beneficial results 
obtained for both the organization as a whole and for the individual from 
employee inclusion in the decision making process. Evidence of this 
fact can be substantiated through improved productivity fostered by 
workers' feeling ownership and a vested interest in the organization. 
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increased worker satisfaction, and better, higher quality decisions 
made by utilizing a variety of viewpoints and expertise in the problem 
solving process (Gorton, 1987; Lawler & Hackman, 1969; Vroom, 1959). 
As a related aspect of this impetus toward teacher participation in 
educational decision making, a necessary second aspect encompassing the 
area of assuming responsibility, must also be an inherent part of this 
new found authority. 
Research, however, did interject a note of caution in this process. 
It seemed that the best results were obtained from teacher inclusion in 
the decision making process when involvement was provided in those areas 
closest to the classroom as well as in instances where teachers either 
demonstrated an interest or had expertise (Bridges, 1967). Another 
large disparity was derived from research findings which indicated that 
not all people were desirous of such participation, and it was actually 
proven to be as dysfunctional for some people as being deprived of any 
participation in the decision making process (Duke et al., 1980). It 
was also clear that even those people who desired involvement in the 
decision making process were not desirous of participation in every 
instance. A type of sixth sense seemed to be necessary in knowing who 
to involve, when to involve them, on what issues, and how the whole 
process would inevitably unfold. Therefore, research could provide no 
clear cut definitive directive as to the involvement of employees, either 
in deciding which people to involve, in what situations, or how the 
participative decision making process could best be incorporated into 
the existing administrative structure. 
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With the aforementioned conflicting evidence providing the 
framework/ this study set forth to determine which factors, if any, 
could be identified to influence teacher participation in decision making 
and their subsequent willingness to assume responsibility for decisions. 
This seemed to be the necessary first step in laying the foundation for 
the establishment of the now heralded participatory management style of 
school organizational leadership. 
Though the initial study in this area was conducted by Lynch (1971), 
some eighteen years ago, prior to the initiation of wide spread 
collective bargaining in school districts, the time seemed to be at hand 
to provide some follow-up information concerning the actual desire of 
present day teachers in regard to having a larger impact on the 
organizational decision making process in school districts. 
A total of three hundred teachers was surveyed in Iowa in 1988, 
through utilization of a stratified random sample of both elementary and 
secondary teachers, obtained from the Department of Education's research 
department. One hundred sixty-seven questionnaires were returned which 
denoted a fifty-five point sixty-seven (55.67) percent return rate. 
A Chi-square test was performed through utilization of the SPSSX 
procedure, on each question and its responses in regard to the two 
decision making areas of educational program policy and personnel policy 
at four possible levels of participation, namely, consultation, 
involvement, implementation, and evaluation for Part II of the 
questionnaire. This analyses was carried out to determine if there was 
a relationship between the desire for participation and the seven 
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categorical factors of age, sex, number of years in the current district, 
grade level taught, size of the district, and involvement or 
noninvolvement in the local collective bargaining association. A 
predetermined criterion of three out of the five chi-square tests for 
each same level response must be determined to be significant, if the 
entire level was able to show a greater difference in observed response 
frequency compared to that theoretically expected and, thereby, allow 
the researcher to reject the null hypotheses. 
The same type of analyses was performed on Part III of the 
questionnaire in an attempt to determine willingness to assume 
responsibility for decision making, with the exception that no levels of 
participation were involved. Rather, a chi-square test was performed on 
each question's response A and B, those areas indicating a desire to be 
held accountable for decision making. Since two responses for each 
question in the areas of educational program and personnel policy were 
designed to indicate a willingness for responsibility, the criterion of 
three out of the five chi-square tests producing significant results 
must necessarily be changed to six out of ten necessitating 
significance in order to reject the null hypotheses in this section. 
This statistical technique, desirous of determining the frequency of 
actual response choices to those theoretically expected to determine 
desire to participate in decision making and willingness to assume 
responsibility, yielded the following discussed conclusions. 
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Conclusions 
Under the a priori established criterion for determination of 
whether the null hypothesis was to be rejected or retained, none of the 
null hypotheses could be rejected since it \Tas contingent upon the 
requirement that three out of five chi-square same level tests must be 
significant. Therefore, in Part II of the questionnaire, each of the 
seven categorical variables when analyzed in terms of the criterion 
variables of desire to participate at each of the four levels of possible 
participation in educational program policy and personnel policy 
decisions, was found to have no influence on thé desire for 
participation. No significant relationship could be discerned. 
Some significant individual chi-square results were obtained, though 
not meeting the. criterion for rejection of the null hypotheses. An 
analysis of general findings follows in regard to the significant 
individual chi-square test results and the factors which were studied. 
Though this examination, in some ways, tended to depart from the 
established criterion of the three out of five significant chi-square 
test results necessary for rejection of the null hypothesis, some 
pertinent information can be discerned by closely examining the reasons 
for producing the significant chi-square results. 
It was noteworthy that some parts of the analyses did produce two 
out of the five significant chi-square results. For example, the factor 
of age when analyzed in relationship to desire for participation at the 
implementation level of educational program policy indicated in one 
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question that the over fifty-one age group desired more participation 
than had been expected, while in the other significant chi-square test 
result the age category of thirty-six to fifty was desirous of more 
participation than had been expected. In both of these instances the 
youngest age category of twenty to thirty-five was desirous of the least 
participation. 
In other analyses where age combined with the various levels of 
participation in both areas of decision making were found to produce 
significant chi-square test results; the youngest age category was 
consistently found to be desirous of the least amount of participation. 
For example, in the tests of age versus desire to participate at the 
evaluation level of both educational program policy and personnel policy, 
it was determined that both the age categories of thirty-six to fifty 
and over fifty-one deâired more participation than expected, while the 
twenty to thirty-five age range desired less than the expected amounts. 
Similarly, in the area of personnel policy of age versus desire to 
participate at the consultation level, both the age categories of 
thirty-six to fifty and over fifty-one were found to be more willing to 
participate than had been expected, while the twenty to thirty-five age 
group was again least willing to participate. Also, in the analysis of 
age versus desire to participate at the involvement level of personnel 
policy, it was found that the over fifty-one age group was more willing 
to participate than had been expected, with the other two age categories 
both desiring less participation than expected. Though both the thirty-
six to fifty and the twenty to thirty-five age group indicated a smaller 
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than expected desire to participate, it was the twenty to thirty-five 
age group that produced the largest discrepancy between what was observed 
and expected. Therefore, looking at these significant chi-square test 
results overall and recognizing that for the most part there was only 
one significant chi-square test produced at the various levels (which 
did not meet the a priori established criterion of the three out of five 
significance), the consistent results produced in each significant test 
result of the youngest age category of twenty to thirty-five desiring 
the least participation, may well indicate a trend in this area of the 
younger teachers wanting to be involved less in the decision making 
process than the middle age or older teachers. 
Examination of the significant chi-square results involving the 
factor of sex produced no discernible overall trends. The two 
significant chi-square test results produced in regard to the factor of 
sex in the area of educational program policy, at the consultation and 
involvement levels, found that in both instances more women were desirous 
of participation than had been expected and less men were willing to 
participate in this area. Conversely, in the area of personnel policy, 
both significant chi-square test results, one produced at the 
implementation level and one at the evaluation level, found more men 
desirous of participation at this level than women. From this 
information, it seemed to indicate that perhaps more women were desirous 
of participation in the area of educational program policy, while more 
men preferred involvement in personnel policy decision making. Though, 
due to the small number of significant individual test results, nothing 
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can be said with absolute certainty. 
Two out of the five chi-square tests performed on noninvolvement in 
the local collective bargaining association at the evaluation level of 
educational program policy produced significant test results. In both 
instances there was a larger than expected number of teachers who wished 
to be involved, with a smaller number than expected who did not wish to 
participate. Though this did not meet the criterion for rejection of the 
null hypothesis in this area, it possibly indicated that more teachers 
wished to be involved as an active participant in the collective 
bargaining process than those who chose to abstain from such involvement. 
Further indication of this trend was substantiated by the 
attainment of one significant chi-square test each in regard to this area 
at the involvement, implementation, and evaluation levels of personnel 
policy decision making. In each instance there was a larger than 
expected number of teachers who wished to be involved in the collective 
bargaining process than had been expected. Therefore, by looking at the 
individual factors which produced the results of the significant chi-
square tests, support may be found for this conclusion. 
The number of years in the current district when examined in regard 
to educational program policy at the implementation level and at the 
consultation level of personnel policy each found one significant chi-
square test due to teachers with over eleven years in the district 
desiring more participation than expected, while teachers with ten years 
or less desired less than the expected amount of participation. Due to 
the lack of significant chi-square tests produced in this area, the 
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researcher was unable to make any judgment concerning possible patterns 
of relationships. 
Inconclusive results were obtained when the grade level taught was 
analyzed in terms of the factors which produced the three significant 
chi-square tests, since these were at different levels and did not 
constitute the criterion for rejection of the null hypothesis. No 
discernible patterns of factors producing the significance were readily 
apparent. 
The area of educational program policy resulted in one significant 
chi-square test in regard to the grade level taught at the involvement 
level due primarily to the greater than expected number of secondary 
teachers willing to participate at this level. Personnel policy decision 
making found similar results at the consultation and implementation 
levels with a larger than expected number of secondary teachers desiring 
participation in each case. In an attempt to analyze the factors which 
produced the significance, conflicting results were obtained in 
comparison to previous analyses in that the involvement level found a 
greater than expected number of elementary teachers desiring 
participation than had been expected. 
Involvement in the local collective bargaining association and the 
district size produced no significant chi-square test results in this 
part of the questionnaire. 
Due to the lack of significant chi-square tests produced in all 
areas, especially in meeting the predetermined criterion necessary for 
rejection of a null hypothesis, all that can be concluded with any 
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certainty was that none of the factors examined affected the desire to 
participate in educational decision making. 
Part III of the questionnaire reported similar findings. None of 
the factors examined was found to have any effect on the willingness to 
assume responsibility but it was determined that teachers were willing 
to accept responsibility for decisions, with seventy-eight point five 
(78.5) percent responding affirmatively in regard to accountability. 
In a breakdown by area of types of decision making, seventy-nine point 
eight (79.8) percent were willing to be held accountable for educational 
program policy decisions, while seventy-nine point two (79.2) percent 
indicated a desire for responsibility in the area of personnel policy 
decisions. 
In a comparative analyses with the results of this study being 
examined in regard to the original findings by Lynch (1971), very similar 
overall results were obtained, though Lynch (1971) was able to obtain a 
few more significant chi-square test results and, thus, reject some of 
the null hypotheses. 
In Part II of the questionnaire, the current study found none of the 
seven factors examined (age, sex, number of years in the current district, 
grade level taught, district size, and involvement or noninvolvement in 
the local collective bargaining association) having any relationship to 
desire for participation. Lynch (1971), too, found similar results with 
age, size of the district, and membership in professional organizations 
having no effect on willingness to participate in decision making. He 
did, however, find that sex influenced the desire to participate at the 
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planning and evaluation level of program policy and at the implementation 
level of personnel policy. The number of years in the current district 
influenced the desire to become involved at the evaluation level of 
personnel policy. Grade level taught also influenced the desire to 
become involved at the evaluation level of program policy as well as all 
three levels of personnel policy. 
Neither of these studies could find any consistent results to support 
or refute the effect that these factors had on the desire for 
participation in educational decision making. 
From the analyses of Part III of the questionnaire, in a comparison 
of Lynch's (1971) findings to those of the current study, similar 
results were produced in that both determined that teachers were willing 
to assume responsibility for decision making. The results from Lynch's 
(1971) study found the total percentage of respondents willing to assume 
responsibility to be seventy-one (71) percent, while the current study 
found seventy-eight point five (78.5) percent. Also, an examination of 
specific areas found program policy willingness for responsibility to be 
previously at seventy-two (72) percent compared with seventy-seven point 
eight (77.8) percent currently, while the area of personnel policy 
willingness for responsibility had previously been determined to be 
sixty-nine point six (69.6) percent with current figures at seventy-nine 
point two (79.2) percent. From this analyses it can be deduced that 
willingness to assume responsibility for educational decisions has 
shown an increase over the past eighteen years. 
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Therefore, the literature may in fact be correct in its conviction 
that teachers do desire more participation in educational decision making 
if their willingness to assume responsibility for such decisions has any 
impact on their desire for participation. However, none of the 
demographic factors examined could be shown to have any relationship to 
the willingness to assume responsibility for decision making. 
Discussion 
The review of literature concerning teacher participation in 
decision making indicated teachers were, for the most part, desirous of 
participation, though not all were homogeneous in this desire. Research 
also indicated that teachers' desire for participation was related to 
certain demographic factors, such as age, sex, teaching level, and 
seniority. As Lynch (1971) had done in the original study, this 
researcher set out to investigate seven of these factors to determine 
if there was a relationship between the selected demographic factors and 
desire for participation. Since none of the seven factors selected 
appeared to be significant in any of the tests conducted, the researcher 
failed in this attempt to establish a relationship between these factors 
and desire for participation. Therefore, age, sex, grade level taught, 
size of the district, number of years in the current district, and 
involvement or noninvolvement in the local collective bargaining 
association were found to have no influence on teacher desire for 
participation in educational decision making related to either program 
policy or personnel policy decisions. 
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Thus/ it was concluded by the researcher, that no common 
characteristics could be identified to determine which teachers were 
willing to participate in decision making and which were not. Some other 
factors, then, must indeed be the source of this desire for participation 
which tended to make it more of an individual choice based, perhaps, on 
innate personality characteristics as yet unidentified by research. It 
would seem plausible that certain personality characteristics may produce 
an individual desire for involvement in such practices. The needs and 
desires of people, though basically the same, have been identified by 
motivational theorists, cited earlier in the review of literature, as not 
fitting into discrete categories but, rather, vary along a continuum 
which produces a complex maze of intermingled factors and causes people 
to desire different things at different times. Hence, this 
rationalization provides one possible explanation for the inconclusive 
results produced from analyses of demographic factors investigated in 
this study. 
Perhaps, too, a sizable portion of willingness on the part of 
teachers to participate in decision making must necessarily be accorded 
to administrative leaders who provide the inspiration for their 
colleagues to become an integral part of the school organization. 
Therefore, these two factors, individual personality characteristics 
of the teachers, and administrative leadership can not be discounted in 
contributing to the desire for participation. 
A heightened awareness of this desire for participation was first 
evident through the advent of collective bargaining in the schools, with 
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a more recent impetus provided by research in the area of school 
effectiveness as well as through the formation of the teacher 
empowerment movement. One component was found to be exemplified in all 
three of these areas and involved the realization that with any type of 
additional authority must also come responsibility for decisions made. 
Therefore, it was upon this premise that the researcher pursued the 
factor of willingness to assume responsibility for decision making in 
which the teacher had been involved, as Lynch (1971) had previously done. 
Findings from this study, as in the earlier one conducted by Lynch (1971), 
indicated that teachers, at least those selected for this study, were 
willing to assume responsibility for decisions. Though accountability 
had been clearly demonstrated, none of the factors analyzed in terms of 
this aspect of the investigation indicated any relationship to the 
willingness to be held responsible for decision making. 
The researcher could not conclude from this study that the 
assumption that teachers desire to participate in decision making was 
invalid. One could only conclude that the factors analyzed did not 
contribute to involvement. Similar findings were also obtained by 
Lynch (1971) in the first study in this area. 
As had been concluded by Lynch (1971) earlier, the results of this 
study indicated a need to re-examine the assumption that teachers 
actually desire to participate in decision making since evidence to the 
contrary seemed to be mounting. 
In retrospect, there appeared to be no real discernible patterns 
in the overall analyses of this study other than that which indicated a 
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desire to assume responsibility for decisions made. It would naturally 
seem to precede this contention that if teachers were willing to assume 
responsibility for decisions made, they would first need to be actively 
involved in the decision making process, though no real support could be 
provided for this assumption from the investigation conducted. What did 
seem to be apparent from this study was that the desire for participation 
\ms an individual decision based upon certain needs and desires of the 
person at a particular point in time. Since what motivates one person 
does not necessarily motivate another, it would seem that an internal 
desire for participation must be present or an external force must act 
upon the individual in such a manner so as to initiate or stimulate the 
desire for participation. 
Recommendations for Further Study 
On the basis of the investigation conducted, the researcher could 
neither support nor refute the assumption that teachers desire to 
participate in the educational decision making process. Nor was the 
researcher able to find any support for the assumption that certain 
demographic factors affect this desire for participation. Therefore, 
since the researcher failed in this initial study to determine the 
factors which influence the desire to participate in educational decision 
making, the following recommendations for further study are submitted 
with the intention of providing a reference point for further 
investigations. 
In retrospect, the criterion necessitating three out of the five 
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same level chi-square tests being significant for the rejection of the 
null hypothesis in each was possibly too stringent. It might be better 
to analyze each significant test result in terms of the factors which 
contributed to the significance rather than just relying solely on the 
significance of the chi-square tests. A greater understanding and more 
discernible patterns could be obtained through analyzing the factors 
which produced the significance in conjunction with the significant 
chi-square test results. 
Second, a continued investigation of teacher desire for 
participation with emphasis on determination of the criteria of whom to 
involve and in what areas might prove beneficial.• 
Third, focusing on selected personality traits in the analyses of 
factors influencing decision making may provide valuable insight into 
what affects a person's desire for participation. 
Fourth, an analyses performed on factors influencing decision 
making focusing on the supervisory style of the administrator may well 
produce substantial insight into conditions conducive for teacher 
participation in decision making. 
Fifth, examination of specific procedures and/or methods for 
involving teachers in the decision making process may provide the 
essential first step in developing a model for effective and efficient 
utilization of teacher participation. 
Sixth, and finally, research should be continued in regard to 
teacher desire for accountability, especially in response to teacher 
demands for more voice in all aspects of the school decision making 
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structure as evidenced by the teacher empowerment movement. 
In conclusion, it would seem to be a necessary prerequisite for 
effective school management to include those people, namely teachers, 
who must ultimately enact the decisions made by the administration, 
in the planning, organizing, and controlling aspects of the educational 
process, if a cohesive, effective, and efficient organization is to 
develop and, thereby, produce the kind of results demanded by the 
public. 
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Stratum 1 (Large School Districts: Over 1000 Enrollment) 
Ames Community 
Ankeny Community 
Bettendorf Community 
Burlington Community 
Cedar Falls Community 
Cedar Rapids Community 
Clinton Community 
Council Bluffs Community 
Davenport Community 
Des Moines Independent 
Dubuque Community 
Fort Dodge Community 
Iowa City Community 
Marshalltown Community 
Mason City Community 
Muscatine Community 
Newton Community 
North Scott Community 
Ottumwa Community 
Sioux City Community 
Southeast Polk Community 
Waterloo Community 
West Des Moines Community 
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Stratum 2 (Small School Districts: 
Algona Community 
Allamakee Community 
Amana Community 
Anthon-Oto Community 
Armstrong-Ringsted Community 
Ballard Community 
Belle Plaine Community 
Bellevue Community 
Belmond Community 
Benton Community 
Boone Community 
Boyden-Hull Community 
Bridgevater-Fontanelle Community 
Calamus Community 
Cardinal Community 
Carlisle Community 
Centerville Community 
Central Clinton Community 
Central Lee Community 
Chariton Community 
Charles City Community 
Charter Oak-Ute Community 
Cherokee Community 
Clarence-Lowden Community 
Under 1000 Enrollment) 
Clarinda Community 
Clark Community 
Clarksville Community 
Clay Central Community 
Clear Creek Community 
Colfax-Mingo Community 
College Community 
Columbus Community 
Coming Community 
Creston Community 
Davis County Community 
Dike Community 
Earlham Community 
East Union Community 
Eastern Allamakee Community 
Eastwood Community 
Edgewood-Colesburg Community 
Floyd Valley Community 
Fort Madison Community 
Fremont Community 
Galva-Holstein Community 
Gamer-Hayfield Community 
Gladbrook Community 
Grinnell-Newburg Community 
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Stratum 2 (Small School Districts: 
Griswold Community 
Grundy Center Community 
Guttenberg Community 
Harlan Community 
Harris-Lake Park Community 
Hartley-Melvin Community 
Howard Winneshiek Community 
Hubbard Community 
Hudson Community 
Humbolt Community 
Independence Community 
Indianola Community 
Interstate 35 Community 
Jesup Community 
Johnston Community 
Lawton-Bronson Community 
Le Mars Community 
Lewis Central Community 
Lenox Community 
Lincoln Community 
Lone Tree Community 
Knoxville Community 
Madrid Community 
Maple Valley Community 
Under 1000 Enrollment) 
Maquoketa Valley Community 
Mar-Mac Community 
Marcus Community 
Marion Community 
Maurice-Orange City Community 
Mid-Prairie Community 
Missouri Valley Community 
Moravia Community 
Moulton-Udell Community 
Nevada Community 
New Hampton Community 
New London Community 
North Fayette Community 
North Kossuth Community 
North Mahaska Community 
Northeast Community 
Nonjalk Community 
Nonray Community 
Ogden Community 
Oelwein Community 
Clin Consolidated 
Oskaloosa Community 
Palmer Consolidated 
Paton-Churdan Community 
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Stratum 2 (Small School Districts: 
Perry Community 
Pleasant Valley Community 
Pocahontas Community 
Postville Community 
Primghar Community 
Red Oak Community 
Reinbeck Community 
Riceville Community 
Rudd-Rockford-Marble Rock Community 
Sac Community 
Schleswig Community 
Semco Community 
Seymour Community 
Shelby Community 
Signoumey Community 
South Hamilton Community 
South Tama Community 
South Winneshiek Community 
Spencer Community 
Springville Community 
Stanton Community 
Storm Lake Community 
Stratford Community 
Sutherland Community 
Under 1000 Enrollment) 
Thompson Community 
Titonka Consolidated 
Treynor Community 
Tripoli Community 
Turkey Valley Community 
Urbandale Community 
United Community 
Valley Community 
Van Buren Community 
Waco Community 
Wapello Community 
Washington Community 
Waukee Community 
Webster City Community 
West Burlington Community 
West Central Community 
West Delaivare Community 
Western Dubuque Community 
Westwood Community 
Williamsburg Community 
Winterset Community 
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APPENDIX B. QUESTIONNAIRE AND FOLLOW UP LETTER 
IOWA STATE 
UNIVERSITY 
Dear Fellow Teacher: 
You have been selected through a random sampling of all teachers in the 
Iowa public schools, K-12, to participate in a study which I am conducting in 
conjunction with Dr. Ross Engel at Iowa State University. The purpose of this 
study is to measure teachers' desire to participate in educational decision 
making and their willingness to assume responsibility for decisions. 
Since the results of this study will constitute a large portion of my 
Ph.D. dissertation, I need your help. Your participation is vital as you are 
the most knowledgeable about teachers' feelings concerning their involvement 
in this process. Would you please share your valuable time by filling out the 
following questionnaire and return it in the enclosed envelope? Please answer 
all of the questions even if it is choice E (None of the above) on Part II or 
choice D (Other) on Part III. All information you provide will be kept 
confidential. The number in the upper right hand corner is for identification 
purposes only and all responses will be treated in the aggregate. If you have 
any questions, please contact me. 
It is hoped that the results of this survey will give researchers a more 
accurate picture of teachers' feelings concerning their involvement in the 
educational decision making process. 
Please return this questionnaire at your earliest convenience. 
Thank you so very much for your help in this project. 
Ross Engel Lois Gross 
Professor of Educational Administration Second Grade Teacher 
Iowa State University Co 11 ins-Max\fe 11 Coram. S 
TEACHER QUESTIONNAIRE 
PART I 
Please fill out the following information about yourself. Check (/) the 
appropriate space. 
Age: 20-35, 36-50, 51 & over 
Sex: Male, Female 
Number of years in current school system: 1-5, 5-10, 11 & over 
Level of major teaching assignment: Elementary (K-6), Secondary (7-12) 
Area of major teaching responsibility if Secondary: Natural Science, 
English Language Arts (Lang., Speech, Lit.), Fine Arts (Visual Arts, Mus 
Drama), Mathematics, Social Studies (Soc., Econ., Govt., Hist., Anthro.) 
Vocational & Technical Ed., Physical Ed. & Health, Foreign Language 
Educational level: BA/BS, MA/MS, Beyond MA/MS 
Year reached educational level: Before 1966, 1956-1976, 1977-1988 
Membership in professional associations: Local education association, 
ISEA/NEA, Other (list) 
Level of involvement in local education association: Attend meetings only, 
Hold an elected office, Serve on collective bargaining team. Act as 
chief negotiator, Other (list) 
College ot Educudon 
Kducational .•\Jinini>(ration 
N224 t.ugoiuurvint) Hall 
108 Ames, luv^a 5(X)II 
PLEASE NOTE: 
Copyrighted materials in this document have 
not been filmed at the request of the author. 
They are available for consultation, however, 
in the author's university library. 
These consist of pages; 
109-114 Part II of the Teacher Questionnaire 
115 College of Educatii 
Educational Administraiii 
N229 Lagomarcino Hi 
Amos. Iowa 500 IOWA STATE 
UNIVERSITY 
Dear Fellow Teacher; 
During the month of April a questionnaire was mailed to you concerning 
your impression of teachers' desire to participate in educational decision 
making and their willingness to assume responsibility for these decisions. 
If you have not as yet filled it out, would you please take some time 
to do so and return it in the enclosed envelope that was included with the 
questionnaire? As was noted earlier, your participation is vital to my 
Ph.D. dissertation. 
Thank you again for your cooperation in this project. 
Ross Engel Lois Gross 
Professor of Educational Administration Second Grade Teacher 
Io\ra State University Collins-Maxifell Comm. Sc 
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NONSIGNIFICANT CHI-SQUARE RESULTS FOR PART II 
Educational Program Policy 
Table 1. Size of the district versus desire to participate at the 
consultation level of planning educational program policy 
Question N Chi-Square Probability 
1-A 165 .01 .91 
2-A 166 1.41 .23 
3-A 166 .08 .78 
4-A 166 .39 .53 
5-A 166 .77 .38 
Table 2. Number of years in the district versus desire to 
participate at the consultation level of planning 
educational program policy 
Question N Chi-Square Probability 
1-A 165 .26 .61 
2-A 166 1.76 .19 
3-A 166 1.43 .23 
4-A 166 .004 .94 
5-A 166 .10 .75 
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Table 3. Involvement in the local collective bargaining 
association versus desire to participate at the 
consultation level of planning educational program 
policy 
Question N Chi-Square Probability 
1-A 165 .25 .62 
2-A 166 .20 .66 
3-A 166 .39 .53 
4-A 166 .45 .50 
5-A 166 .75 .39 
Table 4. Age versus desire to participate at the consultation 
level of planning educational program policy 
Question N Chi-Square Probability 
1-A 165 2.92 .23 
2-A 166 2.10 .35 
3-A 166 3.44 .18 
4-A 166 .65 .72 
5-A 166 3.91 .14 
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Table 5. Sex versus desire to participate at the consultation 
level of planning educational program policy 
Question N Chi-Square Probability 
1-A 165 Significant 
2-A 166 .01 .94 
3-A 166 .26 .61 
4-A 166 1.55 .21 
5-A 166 .45 .50 
Table 6. Grade level taught versus desire to participate at the 
consultation level of planning educational program 
policy 
Question N Chi-Square Probability 
1-A 165 3.70 .05 
2-A 166 3.09 .08 
3-A 166 .58 .45 
4-A 166 3.59 .06 
5-A 166 1.80 .18 
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Table 7. Noninvolvement in the local collective bargaining 
association versus desire to participate at the 
consultation level of planning educational program 
policy 
Question N Chi-Square Probability 
1-A 165 .03 .85 
2-A 166 b
 
00
 CO 
3-A 166 .66 .41 
4-A 166 .94 .33 
5-A 166 1.69 .19 
Table 8. Size of the district versus desire to participate at 
the involvement level of planning educational program 
policy 
Question N Chi-Square Probability 
1-B 165 1.54 .22 
2-B 166 .00 .99 
3-B 166 .05 .83 
4-B 166 .21 .65 
5-B 166 .29 .59 
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Table 9. Number of years in the district versus desire to 
participate at the involvement level of planning 
educational program policy 
Question N Chi-Square Probability 
1-B 165 .77 .38 
2-B 166 .003 .96 
3-B 166 2.29 .13 
4-B 166 .05 .82 
5-B 166 .01 .94 
Table 10. Involvement in the local collective bargaining 
association versus desire to participate at the 
involvement level of planning educational 
program policy 
Question N Chi-Square Probability 
1-B 165 b
 
o
 
.99 
2-B 166 .29 .59 
3-B 166 .65 .42 
4-B 166 .13 .72 
5-B 166 .64 .42 
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Table 11. Age versus desire to participate at the involvement 
level in planning educational program policy 
Question N Chi-Square Probability 
1-B 165 2.58 .26 
2-B 166 2.50 .29 
3-B 166 3.12 .21 
4-B 166 4.69 .10 
5-B 166 1.09 .58 
Table 12. Sex versus desire to participate at the involvement 
level in planning educational program policy-
Question N Chi-Square Probability 
1-B 165 2.03 .15 
2-B 166 Significant 
3-B 166 2.18 .14 
4-B 166 .03 .86 
5-B 166 .02 .90 
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Table 13. Grade level taught versus desire to participate at 
the involvement level of planning educational 
program policy-
Question N Chi-Square Probability 
1-B 165 Significant 
2-B 166 .41 .52 
3-B 166 1.68 .19 
4-B 166 .05 .83 
5-B 166 .67 .41 
Table 14. Noninvolvement in the local collective bargaining 
association versus desire to participate at the 
involvement level of planning educational program 
policy 
Question N Chi-Square Probability 
1-B 165 1.08 .30 
2-B 166 • .13 .72 
3-B 166 1.23 .27 
4-B 166 1.42 .23 
5-B 166 2.63 .10 
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Table 15. Size of the district versus desire to participate at the 
implementation level of educational program policy 
Question N Chi-Square Probability 
1-C 165 .16 .69 
2-C 166 .54 .46 
3-C 166 .30 
00 in 
4-C 166 .71 .40 
5-C 166 .73 .39 
Table 16. Number of years in the district versus desire to 
participate at the implementation level of educational 
program policy 
Question N Chi-Square Probability 
1-C 165 .05 .82 
2-C 166 .12 .73 
3-C 166 .01 .92 
4-C 166 Significant 
5-C 166 .45 .50 
125 
Table 17. Involvement in the local collective bargaining 
association versus desire to participate at the 
implementation level of educational program policy 
Question N Chi-Square Probability 
1-C 165 .33 .56 
2-C 166 .001 .97 
3-C 166 .50 .48 
4-C 166 .45 .50 
5-C 166 .10 .75 
Table 18. Age versus desire to participate at the implementation 
level of educational program policy 
Question N Chi-Square Probability 
-C 165 4.91 .09 
-C 166 3.24 .20 
-C 166 4.55 .10 
-C 166 Significant 
-C 166 Significant 
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Table 19. Sex versus desire to participate at the implementation 
level of educational program policy 
Question N Chi-Square Probability 
1-C 165 1.89 .17 
2-C 166 1.06 .30 
3-C 166 .27 .60 
4-C 166 .45 .50 
5-C 1.66 .03 .87 
Table 20. Grade level taught versus desire to participate at the 
implementation level of educational program policy 
Question N Chi-Square Probability 
1-C 165 .02 .89 
2-C 166 1.88 .17 
3-C 166 1.98 .15 
4-C 166 .87 .35 
5-C 166 .16 .69 
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Table 21. Noninvolvement in local collective bargaining 
association versus desire to participate at the 
implementation level of educational program policy 
Question N Chi-Square Probability 
1-C 165 .83 .36 
2-C 166 .19 .66 
3-C 166 .47 .49 
4-C 166 .53 .47 
5-C 166 2.61 .11 
Table 22. Size of the district versus desire to participate at 
the evaluation level of educational program policy 
Question N Chi-Square Probability 
1-D 165 .29 .59 
2-D 166 .01 .93 
3-D 166 .01 .93 
4-D 166 .42 .52 
5-D 166 3.27 .07 
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Table 23. Number of years in the district versus desire to 
participate at the evaluation level of educational 
program policy 
Question N Chi-Square Probability 
1-D 165 1.92 .17 
2-D 166 .05 .82 
3-D 166 .19 .66 
4-D 166 1.31 .25 
5-D 166 1.48 .22 
Table 24. Involvement in the local collective bargaining 
association versus desire to participate at the 
evaluation level of educational program policy 
Question N 
1-D 165 
2-D 166 
3-D 166 
4-D 166 
5-D 166 
Chi-Square Probability 
.003 .96 
.04 
m
 
CO 
.96 .33 
.09 .76 
.13 .72 
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Table 25. Age versus desire to participate at the evaluation level 
of educational program policy 
Question N Chi-Square Probability 
1-D 165 4.67 .10 
2-D 166 3.80 .15 
3-D 166 Significant 
4-D 166 4.51 .10 
5-D 166 2.46 .29 
Table 26. Sex versus desire to participate at the evaluation level 
of educational program policy 
Question N Chi-Square Probability 
1-D 165 1.40 .24 
2-D 166 2.06 .15 
3-D 166 .01 .91 
4-D 166 .09 .76 
5-D 166 .00 1.00 
130 
Table 27. Grade level taught versus desire to participate at 
the evaluation level of educational program policy 
Question N Chi-Square Probability 
1-D 165 .09 .77 
2-D 166 
00 IT) 
.45 
3-D 166 .01 .91 
4-D 166 .16 .69 
5-D 166 .59 .44 
Table 28. Noninvolvement in the local collective bargaining 
association versus desire to participate at the 
evaluation level of educational program policy 
Question N Chi-Square Probability 
1-D 165 2.41 .12 
2-D 166 Significant 
3-D 166 Significant 
4-D 166 .33 .57 
5-D 166 1.97 .16 
131 
Personnel Policy 
Table 29. Size of the district versus desire to participate at 
the consultation level of planning personnel policy 
Question N Chi-Square Probability 
5-A 166 .35 .55 
7-A 165 1.25 .26 
8-A 165 .001 .97 
9-A 164 .76 .38 
10-A 165 .16 .69 
Table 30. Number of years in the district versus desire to 
participate at the consultation level of planning 
personnel policy 
Question N Chi-Square Probability 
6-A 166 1.05 .31 
7-A 165 Significant 
8-A 165 .001 .98 
9-A 164 .08 .78 
10-A 165 2.54 .11 
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Table 31. Involvement in the local collective bargaining 
association versus desire to participate at the 
consultation level of planning personnel policy 
Question N Chi-Square Probability 
6-A 166 .32 .57 
7-A 165 .02 .89 
8-A 165 .92 .33 
9-A 164 .01 .92 
10-A 165 .17 .68 
Table 32. Age versus desire to participate at the consultation 
level of planning personnel policy 
Question N Chi-Square Probability 
6-A 166 .77 .68 
7-A 165 3.84 .15 
8-A 165 .52 .77 
9-A 164 1.73 .42 
10-A 165 Significant 
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Table 33. Sex versus desire to participate at the consultation 
level of planning personnel policy 
Question N Chi-Square Probability 
6-A 166 .41 .52 
7-A 165 .36 .55 
8-A 165 .45 .50 
9-A 164 .10 .75 
10-A 165 .29 .59 
Table 34. Grade level taught versus desire to participate at the 
consultation level of planning personnel policy 
Question N Chi-Square Probability 
6-A 166 .59 .44 
7-A 165 Significant 
8-A 165 1.51 .22 
9-A 164 .00002 .99 
10-A 165 .71 .40 
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Table 35. Noninvolvement in the local collective bargaining 
association versus desire to participate at the 
consultation level of planning personnel policy 
Question N 
6-A 166 
7-A 165 
8-A 165 
9-A 164 
10-A 165 
Chi-Square Probability 
.71 .40 
.003 .95 
.25 .61 
.42 .52 
.13 .72 
Table 36. Size of the district versus desire to participate at 
the involvement level of planning personnel policy 
Question N Chi-Square Probability 
6-B 166 2.02 .16 
7-B 165 1.07 .30 
8-B 165 .02 .90 
9-B 164 .35 
in 00 
10-B 165 
in 00 
.36 
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Table 37. Number of years in the district versus desire to 
participate at the involvement level of planning 
personnel policy 
Question N Chi-Square Probability 
6-B' 166 1.07 .30 
7-B 165 .11 .74 
8-B 165 .52 .47 
9-B 164 .84 .36 
10-B 165 .0002 .99 
Table 38. Involvement in the local collective bargaining 
association versus desire to participate at the 
involvement level of planning personnel policy 
Question 
6-B 
7-B 
8-B 
9-B 
10-B 
N 
166 
165 
165 
164 
165 
Chi-Square 
. 1 2  
.43 
.07 
.10 
.01 
Probability 
.73 
.49 
.79 
.75 
.94 
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Table 39. Age versus desire to participate at the involvement 
level of planning personnel policy 
Question N Chi-Square Probability 
6-B 166 Significant 
7-B 165 1.48 .48 
8-B 165 4.29 .11 
9-B 164 2.79 .25 
10-B 165 4.41 .11 
Table 40. Sejc versus desire to participate at the involvement 
level of planning personnel policy 
Question N Chi-Square Probability 
6-B 166 1.19 .28 
7-B 165 .04 .85 
8-B 165 .01 .92 
9-B 164 .24 .62 
10-B 165 .47 .49 
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Table 41. Grade level taught versus desire to participate at the 
involvement level of planning personnel policy 
Question N Chi-Square Probability 
6-B 166 .06 .81 
7-B 165 1.74 .19 
8-B 165 1.12 .29 
9-B 164 Significant 
10-B 165 .05 .83 
Table 42. Noninvolvement in the local collective bargaining 
association versus desire to participate at the 
involvement level of planning personnel policy 
Question N Chi-Square Probability 
6-B 166 Significant 
7-B 165 .72 .40 
8-B 165 2.44 .12 
9-B 164 .28 .60 
10-B 165 .21 .64 
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Table 43. Size of the district versus desire to participate at the 
implementation level of personnel policy 
Question N Chi-Square Probability 
6-C 166 .00 .99 
7-C 165 .0002 .98 
8-C 165 .02 .88 
9-C 164 .02 .88 
10-C 165 .03 .87 
Table 44. Number of years in the district versus desire to 
participate at the implementation level of personnel 
policy 
Question N Chi-Square Probability 
6-C 166 .003 .96 
7-C 165 1.66 .20 
8-C 165 .44 .51 
9-C 164 .05 .82 
10-C 165 1.60 .21 
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Table 45. Involvement in the local collective bargaining 
association versus desire to participate at the 
implementation level of personnel policy 
Question N Chi-Square Probability 
6-C 166 .29 .59 
7-C 165 .32 .57 
8-C 165 .12 .73 
9-C 164 .04 .84 
10-C 165 .65 .42 
Table 46. Age versus desire to participate at the implementation 
level of personnel policy 
Question N Chi-Square Probability 
6-C 166 2.47 .29 
7-C 165 2.95 .23 
8-C 165 5.87 .05 
9-C 164 1.14 .57 
10-C 165 3.67 .16 
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Table 47. Sex versus desire to participate at the implementation 
level of personnel policy 
Question N Chi-Square Probability 
6-C 166 .73 .39 
7-C 165 Significant 
8-C 165 2.90 .09 
9-C 164 2.19 .14 
10-C 165 .09 .76 
Table 48. Grade level taught versus desire to participate at the 
implementation level of personnel policy 
Question N Chi-Square Probability 
6-C 166 .64 .42 
7-C 165 Significant 
8-C 165 .003 .95 
9-C 164 .06 .81 
10-C 165 .004 .95 
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Table 49. Noninvolvement in local collective bargaining 
association versus desire to participate at the 
implementation level of personnel policy-
Question N Chi-Square Probability 
6-C 166 .93 
CO 
7-C 165 Significant 
8-C 165 .67 .41 
9-C 164 1.75 .19 
10-C 165 .007 .93 
Table 50. Size of the district versus desire to participate at 
the evaluation level of personnel policy 
Question N 
6-D 166 
7-D 165 
8-D 165 
9-D 164 
10-D 165 
Chi-Square Probability 
1.01 .32 
.59 .44 
.41 .52 
.01 .92 
2.88 .09 
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Table 51. Number of years in the district versus desire to 
participate at the evaluation level of personnel 
policy-
Question N Chi-Square Probability 
6-D 166 .93 .34 
7-D 165 .07 .79 
8-D 165 3.14 .08 
9-D 164 3.46 .06 
10-D 165 .15 .70 
Table 52. Involvement in the local collective bargaining 
association versus desire to participate at the 
evaluation level of personnel policy 
Question N Chi-Square Probability 
6-D 166 .51 
CO 
7-D 165 .20 .66 
8-D 165 .41 .52 
9-D 164 .08 
00 
10-D 165 
00 
.38 
143 
Table 53. Age versus desire to participate at the evaluation 
level of personnel policy 
Question N Chi-Square Probability 
6-D 166 .42 .81 
7-D 165 2.74 .25 
8-D 165 Significant 
9-D 164 None& 
10-D 165 4.45 .11 
^No chi-square results were obtained due to two of the six 
cells having an expected frequency of less than five with no 
logical way to collapse categories. 
Table 54. Sex versus desire to participate at the evaluation 
level of personnel policy 
Question N Chi-Square Probability 
6-D 166 .93 .33 
7-D 165 .18 .67 
8-D 165 Significant 
9-D 164 .67 .41 
10-D 165 .03 .86 
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Table 55. Grade level taught versus desire to participate at the 
evaluation level of personnel policy 
Question N Chi-Square Probability 
6-D 166 .85 .36 
7-D 165 .23 .63 
8-D 165 .28 .60 
9-D 164 .42 .52 
10-D 165 .55 .46 
Table 56. Noninvolvement in the local collective bargaining 
association versus desire to participate at the 
evaluation level of personnel policy ' 
Question N Chi-Square Probability 
6-D 166 Significant 
7-D 165 .04 .84 
8-D 165 .01 .92 
9-D 164 .40 .52 
10-D 165 .04 .83 
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SIGNIFICANT CHI-SQUARE RESULTS FOR PART II OF THE QUESTIONNAIRE 
Educational Program Policy 
Table 1. Sex versus desire to participate at the consultation 
level in planning educational program policy 
Question 1-A Sex 
Response Male Female Subtotal 
A 39 92 131 
B/C/D^E 18 15 33 
Subtotal 57 90 165 
Chi-Square: 6.08405 Probability: .0136 
Table 2. Sex versus desire to participate at the involvement level 
in planning educational program policy 
Question 2-B 
Response Male 
Sex 
Female Subtotal 
B 
Af C f D f E 
Subtotal 
Chi-Square: 
09 
48 
57 
4.45313 
35 44 
73 121 
108 165 
Probability: .0348 
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Table 3. Grade level taught versus desire to participate at the 
involvement level of planning educational program policy 
Question 1-B Grade Level Taught 
Response K-6 7-12 Subtotal 
B 33 46 79 
AfCfDf E 53 27 80 
Subtotal 86 75 159 
Chi-Square: 8.63008 Probability: .0033 
Table 4. Number of years in the district versus desire to 
participate at the implementation level of 
educational program policy 
Question 4-C 
Response 
Number of Years in the District 
1-10 11 plus years Subtotal 
C 
AfBfDfE 
Subtotal 
Chi-Square: 
11 
65 
76 
4.14606 
26 37 
64 129 
90 166 
Probability: .0417 
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Table 5. Age versus desire to participate at the implementation 
level of educational program policy-
Question 4-C Age 
Response 20-35 36-50 51 plus Subtotal 
C 03 18 16 37 
A,B,D,E 32 67 30 129 
Subtotal 35 85 46 166 
Chi-Square; 8.00836 Probability; .0182 
Table 6. Age versus desire to participate at the implementation 
level of educational program policy 
Question 5-C Age 
Response 20-35 36-50 51 plus Subtotal 
C 04 40 14 58 
A/B/D^ E 31 45 32 108 
Subtotal 35 85 46 166 
Clii-Square: 14.41359 Probability: .0007 
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Table 7. Age versus desire to participate at the evaluation level 
of educational program policy 
Question 3-D Age 
Response 20-35 36-50 51 plus Subtotal 
D 09 49 27 85 
A,B,C,E 26 36 19 81 
Subtotal 35 85 46 166 
Chi-Square ; 11.54699 Probability: .0031 
Table 8. Noninvolvement in local collective bargaining 
association versus desire to participate at the 
evaluation level of educational program policy 
Question 2-D 
Response 
Noninvolvement in Local 
Collective Bargaining Association 
Involved Not involved Subtotal 
D 
AfBfCfE 
Subtotal 
Chi-Square: 
32 
26 
58 
4.75403 
34 66 
61 87 
95 153 
Probability: .0292 
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Table 9. Noninvolvement in the local collective bargaining 
association versus desire to participate at the 
evaluation level of educational program policy 
Noninvolvement in Local 
Question 3-D 
Response 
Collective Bargaining Association 
Involved Not involved Subtotal 
D 37 41 88 
Af BfCfE 21 54 75 
Subtotal 58 95 164 
Chi-Square; 5.333833 Probability: .0209 
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Personnel Policy 
Table 10. Number of years in the district versus desire to participate 
at the consultation level of planning personnel policy 
Question 7-A Number of Years in the District 
Response 1-10 years 11 plus years Subtotal 
A 25 46 71 
BfCfDfE 50 44 94 
Subtotal 75 90 165 
Chi-Square: 4.5392 Probability: .0325 
Table 11. Age versus desire to participate at the consultation 
level in planning personnel policy 
Question 10-A Age 
Response 20-35 36-50 51 plus Subtotal 
A 25 74 42 141 
BfCfDfEf 10 10 04 24 
Subtotal 35 84 46 165 
Chi-Square: 7.27718 Probability: .0263 
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Table 12. Grade level taught versus desire to participate at the 
consultation level of planning personnel policy 
Question 7-A Grade Level Taught 
Response K-6 7-12 Subtotal 
A 30 38 68 
B,C,D,E 56 35 91 
Subtotal 86 73 159 
Chi-Square; 4.08058 Probability: .0434 
Table 13. Age versus desire to participate at the involvement 
level of planning personnel policy 
Question 6-B Age 
Response 20-35 36-50 51 plus Subtotal 
B 08 26 22 56 
A,C,D,E 27 59 24 110 
Subtotal 35 85 46 166 
Chi-Square: 6.31500 Probability: .0425 
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Table 14. Grade level taught versus desire to participate at the 
involvement level of planning personnel policy 
Question 9-B Grade Level Taught 
Response K-6 7-12 Subtotal 
B 35 18 53 
A,C,D,E 49 55 104 
Subtotal 84 73 157 
Chi-Square: 4.32108 Probability: .0376 
Table 15. Noninvolvement in the local collective bargaining 
association versus desire to participate at the 
involvement level in planning personnel policy 
Noninvolvement in the Local 
Question 6-B Collective Bargaining Association 
Response Involved Not involved Subtotal 
B 27 
A,C,D,E 31 
Subtotal 58 
Chi-Square: 5.03685 
26 53 
69 100 
95 153 
Probability: .0248 
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Table 16. Sex versus desire to participate at the implementation 
level of personnel policy 
Question 7-C 
Response Male 
Sex 
Female Subtotal 
C • 
AfBfDfE 
Subtotal 
Chi- Square: 
21 
36 
57 
4.91730 
21 42 
86 122 
107 164 
Probability: .0266 
Table 17. Grade level taught versus desire to participate at the 
implementation level of personnel policy 
Question 7-C 
Response 
Grade Level Taught 
K-6 7-12 Subtotal 
C 
AfBfDfE 
Subtotal 
Qii- Square : 
13 
73 
86 
9.96216 
28 
45 
73 
41 
118 
159 
Probability; .0016 
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Table 18. Noninvolvement in the local collective bargaining 
association versus desire to participate at the 
implementation level of personnel policy 
Noninvolvement in the Local 
Question 7-C Collective Bargaining Association 
Response Involved Not involved Subtotal 
c 22 19 41 
AfBfDf E 36 75 111 
Subtotal 48 94 152 
Chi-Square: 4.85245 Probability; ,0276 
Table 19. Age versus desire to participate at the evaluation 
level of personnel policy-
Question 8-D Age 
Response 20-35 36-50 51 plus Subtotal 
D 02 24 12 38 
AfBfCfE 33 60 34 127 
Subtotal 35 84 46 165 
Chi-Square; 7.61775 Probability: .0222 
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Table 20. Sex versus desire to participate at the evaluation 
level of personnel policy 
Question 8-D Sex 
Response Male Female Subtotal 
D 21 17 38 
A/BfC^E 36 90 126 
Subtotal 57 107 164 
Chi-Square: 8.03329 Probability: .0046 
Table 21. Noninvolvement in the local collective bargaining 
association versus desire to participate at the 
evaluation level of personnel policy 
Noninvolvement in the Local 
Question 6-D Collective Bargaining Association 
Response Involved Not involved Subtotal 
D 21 
A,B,C,E 37 
Subtotal 58 
Chi-Square: 9.30664 
13 34 
82 119 
95 153 
Probability: .0023 
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APPENDIX E: 
TEACHERS WILLING TO ASSUME RESPONSIBILITY FOR DECISION MAKING 
Table 1. Percentage and number of respondents indicating a desire to assume responsibility 
for decision making by question 
Questions 
Program 
Policy 
, 2 
Program 
Policy 
3 
Program 
Policy 
4 
Program 
Policy 
5 
Program 
Policy 
Number willing to assume 
responsibility 
Number not willing to 
assume responsibility 
Total 
Percentage willing to 
assume responsibility 
Total percentage willing 
to assume responsibility 
for program policy 
130 
30 
160 
81 
77.8 
133 
28 
161 
83 
108 
51 
159 
68 
88 
61 
149 
59 
159 
03 
162 
98 
Table 1. (Continued) 
Questions 
6 7 8 9 10 
Personnel Personnel Personnel Personnel Personnel 
Policy Policy Policy Policy Policy 
Number willing to assume 
responsibility 
Number not willing to 
assume responsibility 
Total 
Percentage willing to 
assume responsibility 
Total percentage willing 
to assume responsibility 
for personnel policy 
Total percentage willing 
to assume responsibility 
for program policy and 
personnel policy 
92 
69 
161 
57 
79.2 
143 
16 
159 
90 
98 
60 
158 
62 
153 
05 
158 
97 
146 
17 
163 
90 
78.5 
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NONSIGNIFICANT CHI-SQUARE RESULTS FOR PART III OF THE QUESTIONNAIRE 
Educational Program Policy 
Table 1. Size of the district versus willingness to assume 
responsibility for educational program policy decisions 
Question N Chi-Square Probability 
1-A 161 .83 .36 
2-A 162 3.04 .08 
3-A 160 .02 .90 
4-A 158 .001 .97 
5-A 163 .10 .75 
Table 2. Size of the district versus willingness to assume 
responsibility for educational program policy decisions 
Question N Chi-Square Probability 
1-B 161 .58 .45 
2-B 162 .003 .95 
3-B 160 .49 .48 
4-B 158 .0003 .99 
5-B 163 .001 .97 
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Table 3. Number of years in the district versus willingness to assume 
responsibility for educational program policy decisions 
Question N Chi- Square Probability 
1-A 161 .34 .56 
2-A 162 .82 .36 
3-A 160 3.67 .06 
4-A 158 .04 .85 
5-A 163 .75 .38 
Table 4. Number of years in the district versus willingness to 
assume responsibility for educational program policy 
decisions 
Question N Chi-Square Probability 
1-B 161 .001 .97 
2-B 162 .002 .97 
3-B 160 .06 .81 
4-B 158 .01 .94 
5-B 163 .35 .56 
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Table 5. Noninvolvement in the local collective bargaining 
association versus willingness to assume responsibility 
for educational program policy decisions 
Question N Chi-Square Probability 
1-A 161 .47 .49 
2-A 162 
CM 00 
.36 
3-A 160 .37 .53 
4-A 158 .81 .37 
5-A 163 .03 .85 
Table 6. Noninvolvement in the local collective bargaining 
association versus willingness to assume responsibility 
for educational program policy decisions 
Question 
1-B 
2-B 
3-B 
4-B 
5-B 
N 
151 • 
162 
160 
158 
163 
Chi-Square 
.0002 
. 36 
.15 
.71 
.09 
Probability 
.99 
.55 
.70 
.40 
.77 
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Table 7. Involvement in the local collective bargaining 
association versus willingness to assume responsibility 
for educational program policy decisions 
Question N Chi-Square Probability 
1-A 161 .06 .80 
2-A 162 .75 .39 
3-A 160 .67 .41 
4-A 158 .01 .93 
5-A 163 .10 .75 
Table 8. Involvement in the local collective bargaining 
association versus willingness to assume responsibility 
for educational program policy decisions 
Question N Chi-Square Probability 
1-B 161 
o
 
00 
.37 
2-B 162 .27 .61 
3-B 160 .07 .79 
4-B 158 
00 o
 .78 
5-B 163 .07 
o
 
CO 
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Table 9. Age versus willingness to assume responsibility for 
educational program policy decisions 
Question N Chi-Square Probability 
1-A 161 2.97 .23 
2-A 162 1.85 .40 
3-A 160 .98 .61 
4-A 158 2.62 .27 
5-A 163 None^ 
%o chi-square result was obtained due to two of the six cells 
having an expected frequency of less than five with no logical way 
to collapse categories. 
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Table 10. Age versus willingness to assume responsibility for 
educational program policy decisions 
Question N Chi-Square Probability 
1-B 161 3.75 .15 
2-B 162 3.21 to
 
o
 
3-B 160 None^ 
4-B 158 None^ 
5-B 163 NoneC 
^No chi-square result was obtained due to two of the six cells 
having an expected frequency of less than five with no logical \ray 
to collapse categories. 
^o chi-square result was obtained due to two of the six cells 
having an expected frequency of less than five with no logical way 
to collapse categories. 
^No chi-square result was obtained due to two of the six cells 
having an expected frequency of less than five with no logical way 
to collapse categories. 
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Table 11. Sex versus willingness to assume responsibility for 
educational program policy decisions 
Question N Chi-Square Probability 
1-A 161 .01 .90 
2-A 162 .52 .47 
3-A 160 .01 .94 
4-A 158 .01 .91 
5-A 163 .15 .70 
Table 12. Sex versus willingness to assume responsibility for 
educational program policy decisions 
Question 
1-B 
2-B 
3-B 
4-B 
5-B 
N 
161 
162 
160 
158 
163 
Chi-Square 
.18 
.29 
.67 
.06 
.001 
Probability 
.67 
.59 
.41 
.81 
.98 
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Table 13. Grade level taught versus willingness to assume 
responsibility for educational program policy 
decisions 
Question N Chi-Square Probability 
1-A 161 .02 .88 
2-A 162 1.12 .29 
3-A 160 .003 .95 
4-A 158 .71 .40 
5-A 163 1.21 .27 
Table 14. Grade level taught versus willingness to assume 
responsibility for educational program policy 
decisions 
Question N Chi-Square Probability 
1-B 161 1.02 .31 
2-B 162 3.012 .08 
3-B 160 .93 .34 
4-B 158 .43 .51 
5-B 163 .01 .92 
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Personnel Policy 
Table 15. Size of the district versus willingness to assume 
responsibility for personnel policy decisions 
Question M Chi-Square Probability 
6-A 162 Significant 
7-A 161 .23 .63 
8-A 160 .02 .90 
9-A 160 .42 .52 
10-A 165 .04 .85 
Table 16. Size of the district versus willingness to assume 
responsibility for personnel policy decisions 
Question N Chi-Square Probability 
6-B 162 1.83 .17 
7-B 161 .02 .90 
8-B 160 .003 .96 
9-B 160 .03 .86 
10-B 165 .03 .85 
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Table 17. Number of years in current district versus willingness 
to assume responsibility for personnel policy decisions 
Question N Chi-Square Probability 
6-A 162 .51 .48 
7-A 161 1.05 .31 
8-A 160 .26 .61 
9-A 160 .94 .33 
10-A 165 1.00 .32 
Table 18. Number of years in current district versus willingness 
to assume responsibility for personnel policy decisions 
Question N Chi-Square Probability 
6-B 162 .05 .82 
7-B 161 .76 .38 
8-B 160 .02 .89 
9-B 160 .01 .93 
10-B 165 .38 .54 
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Table 19. Noninvolvement in the local collective bargaining 
association versus willingness to assume responsibility 
for personnel policy decisions 
Question N Chi-Square Probability 
6-A 162 .01 .93 
7-A 161 .03 .86 
8-A 160 .01 .94 
9-A 160 .001 .97 
10-A 165 .02 .89 
Table 20. Noninvolvement in the local collective bargaining 
association versus willingness to assume responsibility 
for personnel policy decisions 
Question N Chi-Square Probability 
6-B 162 1.11 .29 
7-B 161 .29 .59 
8-B 160 1.90 .17 
9-B 160 .29 .59 
10-B 165 .002 .96 
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Table 21. Involvement in the local collective bargaining 
association versus willingness to assume responsibility 
for personnel policy decisions 
Question N Chi-Square Probability 
6-A 162 .89 .35 
7-A 161 .39 .53 
8-A 160 .05 .83 
9-A 160 .31 .58 
10-A 165 .50 .48 
Table 22. Involvement in the local collective bargaining 
association versus willingness to assume responsibility 
for personnel policy decisions 
Question N Chi-Square Probability 
6-B 162 .03 .86 
7-B 161 .17 .68 
8-B 160 .80 .37 
9-B 160 .20 .66 
10-B 165 2.72 .10 
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Table 23. Age versus willingness to assume responsibility for 
personnel policy decisions 
Question N Chi-Square Probability 
6-A 162 .70 .71 
7-A 161 .66 .72 
8-A 160 None® 
9-A 160 .63 .73 
10-A 165 .77 .68 
^No chi-square results were obtained due to three out of the 
six cells having an expected frequency of less than five with no 
logical way to collapse categories. 
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Table 24. Age versus willingness to assume responsibility for 
personnel policy decisions 
Question N Chi-Square Probability 
6-B 162 NoneB 
7-B 161 4.57 .10 
8—B 160 1.23 .54 
9-B 160 .70 .70 
10-B 165 None^ 
^No chi-square results were obtained due to three of the six 
cells having an expected frequency of less than five with no logical 
way to collapse categories. 
%o chi-square results were obtained due to two of the six cells 
having an expected frequency of less than five with no logical way 
to collapse categories. 
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Table 25. Sex versus willingness to assume responsibility for 
personnel policy decisions 
Question N Chi-Square Probability 
6-A 162 .64 .42 
7-A 161 .39 .53 
8-A 160 .77 .38 
9-A 160 .73 .39 
10-A 165 .39 .53 
Table 26. Sex versus willingness to assume responsibility for 
personnel policy decisions 
Question N Chi-Square Probability 
6-B 162 2.82 .09 
7-B 161 1.16 .28 
8-B 160 .01 .94 
9-B 160 2.07 .15 
10-B 165 .14 .71 
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Table 27. Grade level taught versus willingness to assume 
responsibility for personnel policy decisions 
Question N Chi-Square Probability 
6-A 162 .24 .62 
7-A 161 .33 .56 
8-A 160 3.05 .08 
9-A 160 .25 .62 
10-A 165 .04 .83 
Table 28. Grade level taught versus willingness to assume 
responsibility for personnel policy decisions 
Question N Chi-Square Probability 
6-B 162 1.15 .28 
7-B 161 3.22 .07 
8-B 160 .65 .42 
9-B 160 2.20 .14 
10-B 165 .34 .56 
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SIGNIFICANT CHI-SQUARE RESULTS FOR PART III OF THE QUESTIONNAIRE 
Personnel Policy-
Table 1. Size of the district versus willingness to assume 
responsibility for personnel policy decisions 
Question 6-A Size of the District 
Response 
Over 1000 
Enrollment 
Under 1000 
Enrollment Subtotal 
A 
B,C,D 
Subtotal 
Chi- Square; 
58 
38 
96 
4.38712 
28 
38 
66 
Probability: 
86 
. 76 
162 
.0362 
